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ABSTRACT 

This document presents a collection of specific ideas 
addressing 24 teaching practices appropriate for developing Personal 
Teaching Improvement Guides, an individualized approach to improving 
teaching in colleges and universities. The ideas came from teachers 
at the University of California (Berkeley) whose teaching was highly 
rated by students. The Personal Teaching Improvement Guides are 
compiled to reflect those specific areas in which student ratings 
indicate a teacher is weak. Specific teaching practices covered 
include: discussing points of view other than your own; discussing 
recent developments in the field; emphasizing conceptual 
understanding; explaining clearly; being well prepared; giving 
lectures that are easy to outline; summarizing major points; stating 
objectives for each class session; identifying what you consider 
important; encouraging class discussion; inviting students to share 
their knowledge and experiences; knowing if the class is 
understanding you or not; having students apply concepts to 
demonstrate understanding; showing genuine interest in students; 
giving personal help to students having difficulties; relating to 
students as individuals; being accessible to students out of class; 
and keeping students informed of their progress. (DB) 
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The Library of Teaching Improvement Packets ^TIPs) 
for Preparing Personal Teaching Guides 
CONTENTS 

1. Discussing points of view other than your own 

2. Discussing recent developments in the field 

3. Emphasizing conceptual understanding 

4. Explaining clearly 

5. Being well prepared 

6. Giving lectures that are easy to outline 

7. Summarizing major points 

8. Stating objectives for each class session 

9. Identifying what you consider important 

10. Encouraging class discussion 

11. Inviting students to share their knowledge and experiences 

12. Knowing if the class is understanding you or not 

13. Having students apply concepts to demonstrate understanding 

14. Showing genuine interest in students 

15. Giving personal help to students having difficulties 

16. Relating to students as individuals 

17. Being accessible to students out of class 

18. Having an interesting style of presentation 

19. Varying the speed and tone of your voice 

20. Showing interest in and concern for the quality of your teaching 

21. Motivating students to do their best work 

22. Giving interesting and stimulating assignments 

23. Giving examinations permitting students to show understanding 

24. Keeping students informed of their progress 



*The ideas on the following pages were obtained by interviewing outstanding 
teachers at Berkeley about what they do that they think makes their 
teaching highly rated by students. 
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The Library of Teaching Improvement Packets (TIPs) 



for Preparing Personal Teaching Improvement Guides 



Where the Ideas Came From 

We are all indebted to those excellent teachers at Berkeley from whom 
the ideas described on the following pages were obtained. Faculty permitted 
us to administer the Student Description of Teaching questionnaire in their 
classes. They also agreed to be interviewed about their teaching practices 
related to the six to eight statements that students rated as most descriptive 
of their teaching. Faculty were asked, "Can you think of anything jtou do that 
would lead students to say that it is very descriptive of your teaching that 
you: (the item was inserted here, e.g. explain clearly; know if the class is 
understanding; encou<.age class discussion)? The majority of the interviews 
were corducted by Davis and Wood. The first editing was done by Davis. The 
final editing was done by Wilson. 

Why the Teaching Improvement Packet (TIP) Format ? 

The Teaching Improvement Packets (TIPs) are brief and therefore don't 
take much time for faculty to read; they describe teaching practices that have 
been shown to be successful; they provide faculty with a range of alternatives 
from which to chq^e; and they are keyed to individual questionnaire items. 

In a recent study of teaching idea use, TIPs had a batting average of 
.360 that is 9 out of 25 faculty who received Personal Teaching Improvement 
Guides made substantial use of them. In contrast, teaching ideas given to 
faculty in book form had a batting average of only .100. That is only 2 out 
of 21 faculty made substantial use of them. 

The Teaching Improvement Packets (TIPs) were developed as one device for 
increasing the likelihood that faculty will find and actually use successful 
ideas to improve their teaching. The TIPs are substantive and specific; they 
are concrete; they are easy to apply. 
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U« C« Berkeley 



Teaching Intprovement Packets 
No* I 



DISCUSSING POINTS OF VIEW OTHER THAN YOUR OWN 

The following ideas are suggested and used by faculty members at 
the University of California, Berkeley. 



U Aisign multiple readings to represent a variety of viewpoints. 

"Because the most controversial issues covered in a course 
are ones on which my students have strong opinions but 
little information, I try to expose them to diametrically 
opposite positions or theories," says one professor of 
Pol itical Science. 

"Developing a set of readings takes time. However, I can 
usually use it for two or three years with only'minor 
mod i f icat ions. 

"If I can't find an adequate reading for some point of view, 
I present It In a lecture. The main parts are summarized in 
a handout for my students." 

2. Asstign readings directed toward revealing the reasons behind 
differing points of view* 

A professor of Business Administration says, "I use a semi- 
Socratlc technique to lead my students through an analysis 
and critique of each theorist's position." The focus is not 
on opinions but on the reasons behind them. "Sometimes my 
own view is apparent either explicitly or implicitly; other 
times It is not." 

"Sometimes it is not possible to find a reading which gets 
at the basis for a particular point of view. However, any 
reading that presents a clear statement of the features of 
the theory is useful. Students can be directed to a lively 
discussion of reasons that are tenable. It gives them 
experience in learning the criteria of a good argument." 



S«l«ct a textbook which ref rtsants one theoretical viewpoint 
and build your lectures around an opposing set of Ideas. 

A professor of Economics, for example, assiyns a textbook 
that represents the point of view of liberal economists. bul 
designs his lecture presentations around the opposing views 
of leading conservatives or radicals. 

In addition to assuring a balanced presentation, this 
approach adds variety and Interest to the course and 
stimulates students to think critically. Because the 
lecture material complements rather than repeats the 
textbook, it has the added benefit of Increasing attendance 
at lecture. 



Present each of several competing theories as If you were 
an adherent of that position. 

A professor of Psychology Introduces three major approaches 
or schools of thought in the field. "I discuss each one 
historically and contrast the basic elements and 
Implications of each," he says. 

"I really don't have a point of view in this course. There 
is so little known with impartial certainty; I don't think 
one Is justified In taking a position at this time. 
Therefore, I present the best case for each theory, then 
analyze each critically and comparatively." 

Even though they do have a distinct point of view, several 
other excellent teachers report that they also present the 
best case for each of several competing theories before they 
reveal their own preferences. 



Invite guest speakers whose viewpoints differ from your own, 

A professor of Education makes a point of doing this in his 
courses so that his students are exposed to a variety of 
positions. "I want them to understand what the different 
points of view are," he says, "and one of the best ways I 
have found to do that is to Invite a colleague or 
practitioner whom I know to be an adherent of each view to 
make a presentation to the class." 

"I always take detailed notes during a guest lecture," says 
professor in the biological sciences. "In this way I am 
able to answer student questions about the material during 
later sessions and may learn something new myself!" 



Use your students^ opinions to craate a microcosm of society's 
attitudes on social^ poiitical, and economic Issues# 

At the beginning of the term, a professor of Economics gives 
his students a questionnaire in which they are asked to 
agree or disagree with a series of controversial statements 
on the functioning of the economy. ".Because the introductory 
course is so large (over 800 students), it Is impossible to 
invite discussion even though many students enter the course 
with strong views about such matters as the causes and cures 
of inflation/* he explains^ 

"As a substitute for discussion, I use the survey results to 
introduce a variety of student viewpoints. Throughout the 
semester I reveal selected results from the survey as these 
relate to new concepts or issues covered in readings and 
I ectur es . 

This technique gives my students a sense of personal 
involvement in the -subject matter. Students learn that some 
of their peers may share their viewpoint. They also learn 
that some of their peers don't share their viewpoint and 
why. Use of student data allows me to introduce most of the 
views currently reflected in the society as a whole." 



Draw upon the diverse bacligrounds and experiences of your 
students to Introduce different points of view* 

At the beg inning of the term, a professor of Business 
Administration asks his students to give written answers to 
questions about their backgrounds and reasons for taking the 
course. He asks students to focus particularly on experi-* 
ences which might give them a particular viewpoint on 
social, political, and economic issues to be covered in the 
course. 

Using a seating chart he calls on students whose prior 
experiences or interests may be relevant to a topic under 
discussion. In this way a full range of views Is intro- 
duced in the course. "Often, with little or no effort, I am 
able to get students debating between themselves. !n fact, 
I rdrely give my own point of view until there has been a 
full discussion of the different points of view within the 
class itsel f ." 

This technique has additional advantages: introducing 
personal experiences and opinions makes the class livelier; 
and til instructor Is given a method for learning some of 
the students* names by attaching students to their 
backgrounds, experiences and personalities. 



8« Encourage students to take an approach different from the one 
you have adopted^ 

A professor of English uses this strategy in all of his 
literature courses. *M always approach literature from an 
historical point of view: history is a particular passion 
with me,'^ he says. "At the same time, 1 point out that 
there are many other perspectives and encourage students to 
use alternative approaches, e.g., the psychoanalytic 
approach or that of the new literary criticism." 



9. Point out explicitly that there are alternative points of 
V I ew» 

One Politicaf Science professor says that he frequently 
reminds students that they should question whatever he tells 
them* 

*M indicate the polar principles which guide much of the 
research in the social sciences as well as much of our folk 
wisdom, e.g. 'opposites attract' versus ' birds of a feather 
flock together* or 'absence makes the hea^t grow fonder' 
versus 'familiarity breeds contempt.' In doing so I point 
out that they should be mindful that there may be good 
reasons to believe the opposite of what I say; that they 
should analyze all arguments in terms of their opposites." 



A^dpt^d from ABC's of Teaching with Excel ience , B* G* Davis, Wood and Wilson 
Teaching Innovation and Evaluation Services, University of California, 1983. 
TheM suggestions relate to Student Description of Teaching lt« t, 19B6 form. 
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Teaching innovation and Teaching Improvement PacKets 

Evaluation Services (TIES) 

U« Berkei ey No* 2 



DISCUSSING RECENT DEVELOPMENT IN THE FIELD 



The following Ideas are suggested and used by faculty membars^at 
the University of California, Berkeley* 



I« Telephone colleagues who are conducting state-of-the-art 
research on key course topics to get the latest Information. 

Before giving her lecture on the heart, a Physiology profes- 
sor calls researchers at Stanford and UCSF to get the most 
recent statistics and findings on heart transplants. Similarly, 
a Law professor d i recti y contacts attorneys Invol ved in 
Important cases pending or under adjudication, making her 
lectures even more up-to-date than the Advance Sheets which 
give the first printed results of court decisions. 

A professor In Geography routinely calls his contacts in 
Washington to get the latest Information on environmental 
legislation which he incorporates into his lectures. 

This kind of up-to-the-minute reporting on a few major 
developments relevant to course content can help you convey 
a sense of the excitement of research to your students. 

2. Share your professional "junk mall" with your students^ 

In his graduate courses, a professor of Education makes a 
point of passing around program announcements for local 
conferences, program proceedings, and advertisements for new 
books and journals in the field. "In this way I Inform my 
students about professional activities and recent develop- 
ments of which they might not otherwise be aware," he says. 

"I also encourage my students to attend professional meetings 
and conferences and to request papers on topics of Interest 
to them. It's simply another way to socialize them to the 
profess ion." 

A faculty member teaching Introductory French also shares 
cop i es of news I etters , newspaper clippings, and announce- 
ments of French movies, plays, or other cultural events In 
the Bay Area. "My students are often amazed and delighted 
to learn that there are so many opportunities to strengthen 
their language skills and to expand their understanding and 
enjoyment of French culture," he explains. 



ERLC 



Require your students to read current Journei articles. 

"It^s Important for my students to be exposed to state-of- 
the-art Ideas even in a lower division course/' says one 
Political Science professor. "I try to i.iake sure that my 
reading list contains at least a few recent journal articles." 

"In some ways I find It easier to Introduce recent develop- 
ment:; In the field to lower division students than to grad- 
uate students , " says a f acu I ty member in the b lo I og i ca I 
scier'-es, "| do this by over-generalizing. I translate the 
abstract of a Journal article Into layman terms. I present 
the basic findings in a narrative fashion, using little 
actual data. 

"I want my students to become excited by the open-ended nature 
of science. I want them to understand that what they are 
learning is not the final word. 

Require your students to read curr**«^t newspapers or periodicals. 

A professor of Economics assigns the Tuesday editorials of 
the Wa I I Street Journa I each week. She uses them as a basis 
for discussions and for exam questions, she has her students 
compare them with textbook presentations on related topics. 

A teacher in the biological sciences also believes strongly 
In making use of articles In current periodicals. "I keep 
my eyes open for stories on recent developments which have 
become part of the 'current events' literature," he says. 
"For example, In a discussion of recombinant ONA, I was able 
to use photos from a recent issue of Life Maqaz I ne ^ as well 
as a story the Wa I I Street Journal did on the Genetech 
Cor porat i on . " 

Tell your students about local events which will expand their 
understanding of your subject* 

"Every Monday I distribute a calendar announcing course- 
related events not only on the campus but In the Bay Area," 
one social science faculty member explains. "The events 
Include dance troupes^ plays, lectures, demonstrat Ions , 
poetry readings and so forth. In this way the content of 
my course Is expanded far beyond what I can actually cover 
' in class. I also encourage my students to use these local 
resources In their research and writing assignments." 

These are all the ideas that we obtained in our interviews 
with Berkeley faculty. If you have additional ideas that 
could be Included In this Teaching Idea Packet, please call 
Robert Wilson at 642-6392. Payment will be made for each 
idea used. 

Adapted frvn AB C's of Teaching with Excel I •net , B* G. Oavls. I. Wood and R. Wilson 
Taacning frAovarlon and evaluation SarvlcaSg anlvirsity of CaMfornlai 1983. 
These suggestions relate to Student Oescrlptto n of Teaching Itam 2, 1986 form. 
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Teaching Innovation and 
Evaluation Services (TIES) 
U* C« Berkeley 



Teaching Improvement Packets 
No, 3 



EMPHASIZING CONCEPTUAL UNDERSTANDING 

These ideas are suggested and used by faculty members at the 
University of California, Berkeley. 

I. Give your students a conceptual framework on which to hang 
major Ideas and the factual Information of a course. 

The framework may be a structure, a theme, a conceptual 
typology, a controversial Issue, or a theory. it should be 
made salient to your students through repeated reference. 

As one professor of Physiology points out, "To the unini- 
tiated, our field looks like a mass of facts; by establish- 
ing a conceptual framework, I minimize the amount of rote 
memorization my students have to do." 

Often the framework can be represented symbolically or graph- 
ically. Another physiologist, for example, begins each 
lecture by drawing the same outline of the whole human brain 
the blackboard. Details of the brain, in terms of struc- 
tures and processes, change according to the specific topics 
to be covered In that day's lecture. 

A Sociology professor uses a basic typology as a conceptual 
framework fc his course; this typology is sketched on the 
blackboard each day as a matrix into which new information 
IS written. He stresses the need to tie basic facts 
together, to make the conceptual linkages fo- his students. 

A History professor uses the concept "AtT.Tu'ies toward Nati.'- 
ral Resources" rather than chronology as a.i organizing prin- 
ciple. A professor of Spanish literature identifies two or 
three major concepts (e.g., irony or tragedy) and applies 
them repeatedly in lecture, discussion and assignments to 
reinforce student understanding. 
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Posa paradoxes for your studants to solva. 

A Chemistry professor emphasizes conceptual understanding by 
challenging his students with apparent paradoxes, '^Several 
•t'lTic'i each semester^" he says, "I set up a demonstration to 
givirf a visual result that is at variance with what Is des- 
cribed in the textbook « My students are then helped to 
explain the paradox by applying a variety of problem solving 
techn iques. " 

"This liind of demonstration really gets my students think- 
ing," he says. "Furthermore, many of my students tell me 
that they learn more from seeing than from reading. It 
gives them another way of understanding and helps them gain 
self-confidence that they do in fact understand." 



Oivida your course Into levels of conceptual difficulty. 

A Zoology professor focuses the f?rst part of his course on 
fundamentals and the second part on state-of-the-art 
research . 

"The first six weeks cover basic concepts and fundamental 
processes a I I my students must learn about the subject," 
he says. "!n this segment I eliminate many 'nice to know* 
concepts In favor of going over the basics In a very 
thorough way* 

"Because my students are quite heterogeneous (including 
undergraduates who have taken only Introductory Biology as 
well as graduate students in Zoology), I spend the first six 
weeks making certain that everyone Is brought up to approxi- 
mately the same I eve I of under standing of the fund amenta I s. 
Then in :the last weeks of the course, I introduce the latest 
research experiments In the field. In effect, the first 
half of the course is made up of Mittle white lies,' that 
is, the simplified constructs of the field. In the latter 
weeks, the emphasis is on how research is actually done and 
how little we really know." 

A professor of Physics uses a similar strategy throughout 
his lower-division courses. He divides course topics Into 
three levels: those which are "Basic" (I.e., should be 
mastered by every student); those which are "Recommended" 
(i.e., should be mastered by every student seeking a good 
competence In the subject); and those which are "Optional" 
(i.e., need to be mastered by those students with special 
interest in the subject). 
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4, Stress th« «ost •nduring values or truths In your discipline. 



"I stress the permanent values in literature, the emotional 
responses that a particular novel or collection of novels 
elicits from us all," says one professor of English. I try 
to get my students to undttrstand why they respond to a given 
novel the way they do." 

After a class has discussed how they feel about a novel — 
the commmon emotions it arouses--he tries to lead them to 
analyze, understand, and explain why nearly everyone feels 
the way they do. He poses questions such as: What must 
literature be like in order to get us to respond the way we 
do? Why does a particular novel affect everyone In the same 
way? "Behind all my questions is the search for a way of 
analyzing and discussing literature that will explain the 
most with the fewest assumptions." 

5. Touch base repeatedly with the fundamentals or basics* 

One Engineering professor believes that too much of science 
and engineering is presented to students in a rote, plug-in- 
the-numbers way. 

"There are thousands of formulae," he points out, "but all 
of these are variations on a limited number of basic ideas 
or theories." "These basic ideas are ' idea I theories' from 
which are derived all the ' approx imate ' or ' techn i ca I theo- 
r i es ' which engineers use." 

"I try to teach my students how to judge when they can use an 
approximate theory with confidence and when they are obliged 
to go to a more rioorous level. In this way, I keep touch- 
ing base with the *';,tndamenta I s to reinforce students' under- 
standing of them." 

Another Engineering teacher concurs. "Students typically 
are presented w;th 100 different equations In each course 
they take. They are exposed to 1100-1200 equations overall. 
Rote memorization is futile; no one can remember that many 
equations. You have to point out over and over again that 
these 1200 equations are all embedded in about 8 basic 
ones. " 
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Mod«l proc;ss«s of d«ductiv« or Inductive reasoning by wMch 
•n explanation becoaes apparent. ^ ^ 

^iJlW^'^^V V ^"3»«sh says, "nearly all of my lectures 
follow a log c and discovery procedure." Thai Is '[et's 
make assumption A and then see If B f o I I ows f rom ^hat!" 

"My lectures take the form of unraveling this orocess with 

!!k-!I?*"?°C °' *'-<=''itecture says that because he has an 
?ec?i?L';!„Tr In questions of cause and effect h,s 
ProJy^™ J? ? ^'"^ °' """^^ "O"!" happen If..." 

:«elr:;rl::Kr''"''" characteristic of-'Sany"- 



An 



Engineering teacher, for exampfe, begins his lectures 
boarS^ ? r?^'"" proceeds to work out on ?Je black- 

S?! '^®P explaining his reasoning to 

the class as he works. "| try to model a sty le of anal v?ic 
th.nk.ng which I hope my students will emulate!" Je '^"" 



d'TsctpITne.""'" °" ^""'^ '"-^ "-'Pts m your 

A History professor explains that she has moved away from 

fes^rSnlTMst^:?'' "°'r'^ up-to-date concern o ^pro- 

tessional historians in her undergraduate courses. 

sJe%xDfIlnr^«^'^'"^i''"^' ^^^'"^^ ^^'^ undergraduates," 

^:i :s'?!s?irirs%-b:i? :-ar?r:u::r^^;^sr ; 

epoch not the h i stor iograph I ca I contrSvers?;s o^J^esent- 
day historians. The classic Issues are the ones which 
attracted me to the field," she says "and I fTnH IhfJ *u 
are still the most exciting for my 'sludenJsI" ''"^ 

du!e°nIw"MsIarf?'n'S': <=^n"ot intro- 

course Nor h ! ^'^^'"^ ^hey are relevant, of 

themes and concepts wherever possible. clas.ic 
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Teaching Innovation and 
Evaluntlon Sarvlcas (TIES) 
U. C« Berkeley 



Teaching Improvement Packets 
No. 4 



EXPLAINING CLEARLY 



The following ideas are suggested and used by faculty members at 
the University of California, Berkeley. 



1. Empathize with the students* difficulties In learning the 
material for the first time. 



A faculty member in the sciences says that he noticed that 
he had taught the course better the first time than he did 
the second time. "When I asked myself why, I realized that 
in preparing the course for the first time, I really had to 
work hard to master certain parts of the material in order 
to explain It to my students. The next time, however, these 
concepts no longer seemed difficult to me. Unfortunately, I 
forgot that they would still be difficult for the students. 
Now I color-code all of my lecture notes, keying the parts 
that students are likely to find difficult and making a 
special effort to make those points very clear." 

A Physics professor also tries to put himself in the students' 
shoes. "After I have finished writing up a set of lecture 
notes," he says, "I review them carefully, asking myself: 
'What might my students find hard to follow in that line of 
reasoning?' 'What examples might make that more clear?' 
This has now become the most important part of my lecture 
preparation." 

Several faculty members report making notes to themselves of 
explanations that worked well and those that didn't. They 
also keep records of the kinds of errors students most 
commonly make in assignments and exams as a reminder of what 
students find most difficult to understand. 
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Define carefully ell concepts end terms* 



A faculty member in the biological sciences points out that 
you cannot assume that students know or remember concepts 
and terms from previous courses* •M f I use a word for 
the first time, I write it on the board and define it* I do 
this even if it is a concept or term that students have 
presumably learned in introductory biology and chemistry 
courses * " 

Another faculty member underscores the importance of giving 
students a clear definition of terms* "If the term is not 
defined or is poorly defined in their textbook, I point that 
out and then give them the clearest definition I have been 
able to find*" He frequently looks at three or four intro- 
ductory texts to find the clearest definition of a term, 
especially if it is either not defined or not defined well 
In the textbook used In the course* 



Focus your lectures on a few main points end omit unnecessary 
exceptions, complexities, or details* 

"The key to explaining clearly," says one Economics pro- 
fessor, "is to limit the amount of material covered In a 
single lecture* The critical error made by many faculty 
members is trying to include too much by a factor of six*" 

"I generally focus on three main points and repeat these in 
various ways throughout my lecture* Beginning undergraduates 
do not need to be exposed to the intricacies and complexities 
of a discipline; Indeed, introducing them to these will only 
confuse them* Introductory courses are best taught by focusing 
on the fundamentals, using generalizations, and avoiding too 
many exceptions to the rule*" 

A History professor concurs* "I tell undergraduates, 'Here 
is what I think you can say Is true, despite all the past 
and current debates of historians*' I don't go Into those 
debates because they are complex and undergraduates are not 
sophisticated enough about historiography to appreciate 
them*" 



R^phrasa axplanations of major points saveral tlinas« 

'•Repetition le c*; to learning," one science professor says* 
"I repeat major points several times from a different direc- 
tion or in different words*" 

"No single explanation will be clear to all students," 
points out a professor of Business Adm i n I strat i on • "By 
using different language or different examples, I maximize 
the chances that every student will eventually understand*" 

A Political Science professor also consciously alters the 
words he uses* "I have a tendency to say things twice," he 
says, "f irst, formal ly, and then co I I oqu i a I I y * " 

An Eng Ineer Ing professor reports that he develops the same 
point In two or three different modes, e* g*, mathematically 
verba I I y , and graph i ca I I y * 



Ui.e lots of concrete or mereorabi e examples* 

Most excellent teachers agree that the choice of examples Is 
very Important, favoring those that are anecdotal, personal, 
or humorous because they find that students tend to remember 
these best* "I use concrete examples wherever possible," 
says an Anatomy professor* "For Instance, I describe a 
particular body organ by comparing Its size or texture to an 
object familiar to students, like a walnut*" 

An Economics professor also places Importance on using con- 
crete examples of interest to students* "I use specific 
examples whenever I can* In talking about Inflation and 
price controls IMI use the Prince tennis rackets or Sony 
Walkmans rather than apples or a general product*" 

A Forestry profesor uses the same strategy* "In talking 
about acre-feet of water, first I define It formally and 
then I give several examples which will help them appreciate 
the amount of water represented, such as ^equivalent to 
77,000,000 Ice cubes* • Studenti tend to remember examples 
like that," he explains* 



Acknowledge the difficulty of concepts students are likely to 
find herd to understands 



One Engineering teacher says, "I consciously cue students 
to the most difficult Ideas by saying such things as, Almost 
everyone has difficulty with this one, so listen closely.'" 
Because the level of students' attention varies throughout 
the hour. It is important to get everyone I I sten I ng caref u I I y 
before introducing a new concept or explaining a difficult 
po i nt • 

A Forestry professor agrees. "I make a special effort to 
slow down and get everyone's attention when I come to a 
concept I know students will find difficult." 

Demonstrate a concept rather than simply describing It. 

Whenever possible, try to avoid talking about something In 
Its absence," one teacher says. 

"For example, don't tell students how to present a logical 
argument; present a logical argument and help them to analyze 
it. 

Don't describe how to solve a problem; demonstrate how to 
solve it on the blackboard; and label and describe the steps 
and your reasons for them as you go." 

Demonstrations are superior to discussions because they make 
use of additional senses. Taking examples from everyday 
experiences, even if they cannot be demonstrated in class, 
will help students to visualize or re-exper I ence them and 
reinforce their learning. 

Use visual Imagery whenever possible. Even if a live demon- 
stration or the use of visual aids Is not practical, the use 
of metaphors and analogies that give students a mental Image 
to draw upon can help reinforce their understanding and 
recall. For example, a Physics professor helps students 
"get ready" for a discussion of velocity by asking them, 
"Have you ever seen a quarterback throw the football into 
the wind? Have you ever thrown a ball into the wind your- 
sel f ? What happens?" 

Teachers can often make use of slides, maps, tape recordings, 
live or filmed dramatizations, charts, diagrams, demonstra- 
tions, and actual cultural .artifacts to Illustrate the subject 
matter . 

M.pT«d trow ABCli 21 TMChlna ^ 8. G. Oavls. L'/^*^ «• 

Tsscftlng (nnoTTtl^ end Evaluation :«rvlc«s. University ot Ca"*°"'»' 
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BEING WELL PREPARED 



The following ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

1. Prepare a detailed course syllabus* 

"My syllabus usually runs about 15 pages/* says a professor 
of Education. *M t is organized by class session and each 
section consists of a major topic, four to eight important 
study questions or issues my students are expected to under- 
stand or be prepared to discuss. Required reading and 
recommended supp I ementa I rea dings are included. 

The syllabus also describes assignments, grading procedures, 
and competencies my students are expected to have (i. e., 
things they are expected to be able to do) by the end of the 
course." 

In addition to his own detailed syllabus, a professor of 
Forestry also prepares what he calls a "quas i-sy M abus** for 
his students. 

"My students' syllabus (sold to them at cost) includes a 
course outline and a comp lete set of graphs, charts, and 
biological dra wings which I show on slides during lectures. 
In this way, my students can study and review suppi ementary 
materials outside of class in conjunction with the text and 
notes taken during lecture." 

2. Keeping a journal. 

One Hi story professor has found it very effective to keep a 
brief journal or diary for each course. "After each lecture, 
I jot down a few notes about how the class went: explana- 
tions and examp les that worked well and those that didn't, 
students difficulties with the text, techniques for genoraf- 
ing discussions, and so forth. If something went very 
badly, I correct it at the next meeting. For the most part, 
however, I keep the journa I to help me improve the course 
next t i me. " 

Although a journal of this type could be beneficial to any 
teacher, its value is greatest for new instructors or for 
faculty members teaching a now course or a course they tench 
only every few years. 
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Rework coaipl«t«ly your itcture notes each time you toach a 
eourso, particularly If you are In a rapidly changing flald* 

"It's Important to completely redo my notes each time I 
teach the course," says an Economics professor* "It helps 
me rethink the material so that the Ideas seem fresh and new 
to me as well as to my students* This Increases my enthusiasm 
for the subject matter and I think this Is communicated to 
my students^" 

"My lectures change somewhat every time I teach the course/? 
says a professor of Psychology* "In this way, over a period 
of six to eight years, they change quite radically* This Is 
partly because the field Is changing, but it Is also because 
my own Ideas continue to develop*" 

Although the myth of the profesor who teaches with yellowed 
and musty notes Is almost unheard of In a major university, 
today the importance of re-creating lecture notes each time 
a course Is taught even If back-to-back within the same 
year was stressed by nearly all excellent teachers as a 
vfay of keeping themselves fresh and interested as well as 
Interesting to their students* 



Prepare handouts of the lecture outline and any dataMad 
formulae, derivations, or illustrations to be presented In 
class# 

"My handouts Include the essential points of my lecture, 
including definitions, notations. Important formulae and 
derivations," says one professor of Business Administration* 
"Students could not cut class and rely solely on the notes, 
however, because they are not self-explanatory* They are 
designed to help students follow the main structure of my 
lecture and to keep them from getting bogged down In copying 
detal is*" 

Several excellent teae'iers report that they make judicious 
use of handouts coverlig the most important, detailed, or 
complex topics coverec in their lectures* 

Not everyone favors handouts, however* "Ana I yt Ic mater ia I 
can't be learned by watching and reading alone," says one 
Eng { neer i ng professor* " 1 1 must be I earned by doing, by 
writing it out*" He prefers to put important material on 
the blackboard, discussing the steps and labeling them as he 
lectures to help students in their note-taking* 
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5, R«r«ad th« texts assigned to students 



Teachers in several d I iic 1 p I i nes report that a major part of 
their preparation is rereading the texts assigned to students. 
"I reread the text assignment over the weekend not only to 
ensure that It is fresh in my mind," says one History 
professor, "but also so I can acknowledge the parts I found 
dull, unclear, or especially Important," 

An English professor says, "No matter how well I think I know 
the literary texts assigned, I reread them very carefully so 
that they are vivid in my mind." 

An Anatomy profesor reports that he rereads the text just 
after he finishes his lecture notes. "I alwJ^ys check my 
lecture notes against the text a final time," he says, "to 
be sure that I am complementing rather than repeating the 
text and to note any disagreements I have with its author." 



6. Audit the same or related courses taught by colleagues. 

One faculty member of Computer Science reports that he makes 
it a habit to audit other faculty members' courses. 

"Particularly If I know I am scheduled to teach a course for 
the first time. I make a point of taking the course from 
the best instructor available. I attend all of the class 
sessions and usually do most of the homework. I find this a 
much easier way to do some advanced preparation than sitting 
down and reading several textbooks. It forces me to do some 
preparation each week." 

"Taking the course from a colleague not only provides a good 
review of content, but I often pick up two or three good 
teaching techniques as well. Later, I do additional research 
and design the course my own way, but I have the great 
advantage of building on a model created by a colleague." 



7. Teach the same course the next semester* 

One Chemistry professor frequently teaches the same course 
"back to back" in two consecutive terms. "This way I can 
maximize my learning from mistakes I have made." 

"I make notes to myself about what went well In the course 
and what didn't as It goes along," he says. "For example, I 
might make a note saying 'Don't forget to emphasize this 
point bafore that point.' Executing these suggestions to 
myself the very next semester reinforces my own learning." 
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8* Us« an abbreviated set of lecture notes# 

Many excellent teachers describe a two-stage process in the 
preparation of their lecture notes* A History professor, 
for example, says "First, I write out a detailed set of 
lecture notes over the weekend or the night before class* 
Then, on the morning before class, I take about an hour and 
a half to reduce these notes to a brief outline on Index 
cards*'* 

"Students like structure," he explains* "But they do not 
like terribly formal lectures delivered verbatim* Once I 
have worked out fully what I want to say , I commun i cate it 
more forcefully and more Informally from a small number of 
Index cards*" 



9* Review the relevant sections of several textbooks for each 
lecture topic* 

A faculty member teaching a lower division course In the 
biological sciences says that in preparing each lecture he 
starts by comparing three or four Introductory texts* He 
then looks at one or two specialized books on the given 
concept or biological process* 

"There Is no such thing as the perfect textbook; each has 
its strengths and weaknesses* By comparing several approaches, 
I am sble to distill the best definitions, explanations and 
examples and am less likely to overlook important aspects of 
the topic* It also helps me to complement the textbook 
rather than repeat it in lecture* I also include simplified 
accounts of recent developments In the field taken from my 
own professional reading whenever it is appropriate*" 




10* Keep a set of cumulative notes for each course toplc# 

Most teachers keep a chronological set of iectixe notes from 
the first to the most recent time they have taught a course* 
Many teachers keep separate notes for each I ecture top i c * 
"To these I add research articles, newspaper c I i pp i ngs , 
cartoons, ideas for assignments or exam questions and notes 
to myself for improving the lecture or discussion," reports 
a professor of English* 

By keeping separate topic files and inserting new materials 
and notes of new ideas throughout the year, it becomes much 
easier to prepare a new set of lecture notes with improved 
c " more up-to-date examples, ass i gnments , or explanations 
the next time you teach. 

Addpt^d from ABC^s c± Uacnlno jjjth Excel Iqnce . B. G. Davis, L. ^teod and R. wl Ison 
Teaching Innovation and Evaluation Sarvlces. Univarsity of California, 1983. 
Thasa suggestions rnUt^ to Student Description of^ Teacftin^ It^ 5, 1986 form. 
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GIVING LECTURES THAT ARE EASY TO OUTLINE 



The following ideas are suggested and used by faculty members at 
the University of California, Berkeley* 



I. Structure a lecture as you would a journal article. 

"Each lecture should have a clearly defined beginning, 
middle, and end," a profesor of History notes. A faculty 
member In Computer Science concurs, saying that he prepares 
his lectures so that they have the oral equivalents of an 
1 n troduct i on , head i n qs , subhea dings , summary , and 
cone I us i on . 

"Orally highlighting the structure of a lecture serves the 
same communication functions as using paragraphs and 
different type faces in a journal article," he says. "It 
tells the audience what the topic Is, why It Is important, 
what its chief components and their relationships are, and 
what conclusions we can draw. 

"I firmly believe in sharing the structure and reasoning of 
my lectures with the students," he explains. "I begin each 
lecture by stating my objectives. For example, 'Today we 
are going to discuss X and its effects on Y and Z. ' I make 
frequent transitional phrases, and I leave time to summarize 
the major points at the end of the hour." 



2. Write an outline for your lecture on the blackboard before you 
beg In* 

One professor of Physiology says that he picked this up from 
a colleague when they were team-teaching several years ago. 
"I put the outline of my lecture in a corner of the black- 
board when I first come into class," he says. "That way 
students can tell at a glance when I've shifted topics and 
where we ace in the day's discussion. I also make frequent 
reference to the outline to alert students to transitions 
and the relationships between topics." 
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Us« **cios9d lists** whanevar posslbia in your lacturas 



A Political Science tedcher says he makes frequent use of 
closed lists. "I make a habit of saying things Ilk , "There 
are three main Implications of X, number one Is...' or 
•Remember In the last lecture, we were discussing the six 
principal steps that an administrator goes through when...; 
these are Number one..., etc." 

"Closed lists are marvelous," he says. "They are fictional 
constructs, of course, and this needs to be pointed out to 
the students. Nevertheless, they provide a good advanced 
organizer for studen;s. Closed lists help them both to 
listen for major points and to take notes. They also 
provide a very natural bridge or transition mechanism for 
letting students know when you are changing from one topic 
to another. Finally, I find that closed lists provide a 
good structure for summarizing, because they help 
differentiate between the main points and the detailed 
examples or digressions." 

Schaduia a braak if your class axcaads ona hour* 

After an hour. It is difficult for students to concentrate 
and take notes steadily; their efficiency drops. Many 
teachers provide a break after 50 minutes or so to give 
students a chance to regain their concentration. 

A Physics teacher always takes a short break In his 1 1/2 
hour class. "I have students stretch at their seats to wake 
them up and get their blood circulating." A faculty member 
, In the biological sciences has students take a "t'al ch I " 
break, leading them through exercises. 



GIva studants a list of questions which cover topics to be 
addrass4fd in your lecture. 

One History professor does this routinely. "By outlining my 
lecture as a series of questions," she explaines, "I hope to 
stimulate students to think actively during the presentation. 
The questions are designed to give them a conceptual frame- 
work and guide so they can identify where we are and where 
we are going in the overall discussion. 

"I realize that It Is difficult for students to listen 

attentively for a full hour," she says. "Providing them 

with an outline of the lecture In question format allows 

them to pick up the thread of the discussion more quickly as 

their attention fades In and out." 



Organlzti your lectures into 10 minute segments* 

A faculty member who reports doing this says that he learned 
the trick from an article in Sc i ence written by Nobel 
Laureate^ Sir Lawrence Bragg* 

In the original article, Bragg says, "Some try to get the 
timing of a lecture right by, as they say, 'running over it 
beforehand* and seeing how long it takes*** * I prefer to 
divide it into some half dozen portions, and allocate about 
10 minutes to each, marking this timing in the margin of my 
rough notes*** *" 

"The advantage of dividing the time up in this way Is that 
the pace can be adjusted during the lecture when it is clear 
that it is going to be too long or (rarely) too short* If 
time is running long, the part to shorten is the middle 
where it will be little noticed* The beginning or the end 
must not be hurried*** •" ("The Art of Talking about 
Science," Sc ience . Vol* 154, December, 1966)* 

Outline your lecture on the blackboard as it develops* 

One professor in the biological sciences says that she 
always outlines her lectures on the board as she goes along, 
using colored chalk to differentiate major and subordinate 
heads or points and to diagram relationships. On a separate 
section of the blackboard she also writes down technical 
terms or names of scientists that her students might not 
know how to spe I I * 

"The outline serves to reinforce visually what I am saying," 
she explains* "Furthermore, it makes clear to everyone 
where we have been and where we are going* An added bonus 
is that writing the outline on the board as I go along slows 
down my lecture pace; it serves as an automat ic * brake* and 
keeps me from racing through the material*" 

"I prefer to use the board as I go along," an Engineering 
professor says* "I think this emphasizes the Importance of 
major ideas better because they are revealed in the context 
of the d i scuss ion*" 



Adapted from ABC's of Teaching with Excel t#nce ^ B. G. Oavis, L. Wood and R. Wilson 
Teaching Innovation and Evaluation Services^ Unlvarslty of California^ 1983. 
Thase suggestions relate to Student Description of^ Teaching fteiTi 6, 1986 form. 
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SUMMARIZING MAJOR POINTS 



The following ideas are suggested and used by f acul ty members at 
the University of California, Berkeley. 



1. Begin and end your lectures or discussions with a summary 
statement. 

A History professor finds it helpful to place his watch In 
full view on the desk of lectern. "I watch the clock care- 
fully to be sure that there is time to summarize the day's 
discussion. Then, at the beginning of the next class ses- 
sion, I sum up the previous lecture once more before moving 
on to a new topic." 

"Students crave both continuity and a sense of closure," he 
explains. "They do not like unfinished presentations. At 
the same time, because none of us likes repetition, I try 
hard to use different words and examples in each summary. 
The best way I have found to avoid redundancy is to note on 
an index card the exact words t have used at the end of a 
lecture, so that I am reminded to vary them in the brief 
recapitulation I give dt the beginning of the next class 
meet i ng . " 

A professor of Business Administration also uses this tech- 
nique. "Because each concept in this course builds upon 
what has gone before. It is Important for students to see 
how each new topic relates to what they have already learned 
as well as to what they will be learning in the coming weeks.. 
I find the most effective way of doing this is to begin with 
a brief summary of what came before, followed b/ a brief 
preview of what will come next." 



2. Begin each class pertoH with a brief summary of the main 

points covered In the last meeting and then call for students* 
questions* 

The advantage of summarizing and asking questions at the 
beginning of a class period is that, "students are fresher 
and after a brief recapitulation, they are more likely to 
realize and acknowledge if they have any problems," as one 
teacher puts it. A variation on this technique is to 
summarize and call for questions whenever there Is a major 
transition from one top ic to another wi th i n the same 
lecture. 
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3. Use the blackboards to. help you summarize. 



Several excellent teachers stressed that they plan their 
blackboard work carefully so that the most Important con- 
cepts are still visible at the end of the hour and can be 
used In making a summary. 

"I consciously attempt to write clearly and legibly and to 
be sure that my boardwork Is organized and visible to every 
one," one Engineering professor says. "At the end of the 
class. ' use this boardwork to go back over Important 
theorems or equations, underlining and boxing in with 
colored chalk important concepts and steps." 



These are all the ideas that we obtained In our Interview*, 
with Berkeley faculty. If you have additional ideas that 
could be included in this Teaching Idea Packet, please cal 
Robert Wilson at 642-6392. 



Adapr»«J fpom ABC'.s of Taachinq witn Exc»l I •nee . B. G. Oawls, L. Wcod and R. Wilson 
T««cnlng Innovarlon and Evaluation Sarvices, Unlvwslty of oaltfornia, 1983. 
Thasa suggestions ralata to Student Oascrlotlon of Taachinq Item 7, 1986 form. 
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STATING OBJECTIVES FOR EACH CLASS SESSION 



The following ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

1. Begin each lecture by letting your students know what you are 
going to talk about and why. 

An Engineering professor refers to this as his "battle 
plan." "At the beginning of the hour, I give my students a 
battle plan so they know where the discussion is going and 
can follow it more easily," he says. "For example, I tell 
my students that I'm going to discuss such-and-such a topic 
for the first twenty minutes, show them how to use it in the 
next twenty minutes, and then take questions in the last ten 
minutes. By laying out exactly what I am going to do, I 
eliminate a lot of student confusion. I don't want students 
spending the hour wondering, 'Why is he talking about that?' 
or 'What does that have to do with anything?' instead of 
concentrating on what I have to say." 

2. Tall 'am what you're going to tell 'em; tall 'em; then tell 
'am what you told 'am. 

Although it may appear to be an over-simplification, many 
excellent teachers cite the old adage, "Tell 'em what you're 
going to tell 'em; tell 'em; then tell 'em what you told 'em." 
In the case of lectures on complex subjects, the general 
principle is a good one which can be adapted to major topics 
within a lecture as well as to the overall lecture itself. 



3. Include statements of class session objectives in your course 
sy I labus. 

Many faculty members state the objectives of ..leir course in 
a syllabus. Some Include projected topics for each class 
session and what they hope to accomplish in the session. 
Says a professor of Physics, "I like to lay out the course 
in some detail for my students. I even make projections of 
the topics and purposes of each class session. I have never 
yet stuck to the schedule, but laying It out organizes my 
thinking. I think it helps students feel more organized, 
too." 
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4. Write the objectives for a class on the board before you 
begin. 

"A beginning statement of objectives or directions is one of 
the most Important aspects of teaching. Students need to 
know where you are going so that they can understand where 
they are going." 

A professor of History explains, coine to class a few 
minutes early and write three to five objectives on the 
board. As class begins I present my objectives for that day 
for that class. During my presentation I make specific 
references to my objectives as I go along. This way 
students know what I'm thinking about while I'm talking. 
They also learn why I think certain points are Important." 



These are all the ideas that we obtained in our interviews 
with Berkeley faculty. If you have additional ideas that 
could be included in this Teaching Idea Pajket, please call 
Robert Wilson at 642-6392. 



Adaotad fron ABC's of, Ttach I nq with Excel lence. B. G. Davis, L. Wood and R. Wilson 
TMcnIng Innovarlon and Evaluation Swvlces, Unlvvrsity of California, 1983. 
These suggestions relate to Student Description of^ Teacnlng Item 8, 1986 form. 



7/86 



ERIC 



2 



Teaching Innovation and 
Evaluation Services (TIES) 
U. C- Berkeley 



Teaching Improvement Packets 
No. 9 



IDSNTIFYING WHAT YOU CONSIDER IMPORTANT 



The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

Explicitly call attention to the most Important Ideas In each 



I ecture* 

"1 began to emphasize the main points about ten years ago," 
siysone Political Science professor, J I J^'^^^^. 

that von can't rely on undergraduates to ' h^^" ' ^ ^ , „ 
llll the most important points are. You have to tell them. 

Faculty members In several disciplines ""^ T° 

call students' attention to the most important ideas "eing 
prUonte ! Some teachers announce the i-portance o an j ea 

'before presenting It, saying sf^/Jing^^" ll'^^ers 
jmnnrt;^nt SO vou have to be alert." Other teacners 
i: ralul'th" lott important ideas when summarizing say.ng 
"The most Imoortant thing to remember here is... or inis 
ilso important that everyone of you should have .t engraved 
on a goN plaque and hung over your bed!" as one Professor 
of Computer Science puts it. "There Is no po.nt .n my 
• students having to guess what Is important If I can tell 
them," he says. 

2. Indicate the relative Importance of Ideas presented In your 
I ecture. 

A professor of Political Science says "I « f jg^I ^^^^^ 
««in + c hx. savina »This is more mportant than that.' For 
«^amn?e ^^^ am'giviig a list of six contributing factors 
^r^ol 'pilnime:oror Lent, I <^eMberate.y identify which In 
.y view are most important. I don't want students to go 
awaj thinking that everything I say is of equal weight or 
importance. " 

A professor of Engineering also thinks it is ^'l^or-fa'^f f° 
differentiate between the most and least important ideas 
presented in lecture. Therefore, he tells his students, 
SJou don't have to memorize everything, but you might want 
to remember this...." or "This, on the other hand, is some- 
thing you will use so many times that it's worth Pay'ng 
special attention to." Used sparingly, he believes that 
tSese prefatory remarks help focus student learnlnn on the 
most essential parts of the course. 
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Explain OP demonstrate to students why a particular point Is 
Important* 

Several teachers believe that the best way to cue their 
students to the Importance of an Idea Is to show them the 
role that idea plays In an overall understanding of the 
course material or In applications beyond the course. 

"I think it Is crucial for students to know why a concept Is 
Important," says one Physiology professor. "Just saying 
that It Is Important is not enough. You need to put the 
concept in some perspective, to show why it is important. 
Explaining why an Idea Is important not only gets your 
students' attention, it gives them a framework on which to 
hang the idea." 

An Engineering professor concurs. "I follow the introduc- 
tion of a major concept with lots of specific examples. 
Including anecdotes which show application of the concept in 
current professional practice," he explains. "You must show 
your students why It is important to know a particular concept 
if you expect them to master it." 



Use dramatic pauses and repetition to draw students' attention 
to the main Ideas. 

Several teachers stress the need for repetition (using dif- 
ferent language or examples) to communicate the most impoi 
tant points in their lectures. 

Dramatic pauses are another way to highlight Important Ideas. 
A History professor says that she used to tell her students, 
"The main point is..." but in a matter-of-fact manner, 
almost as an aside. "I discovered that many of my students 
did not get the message," she explains. "Now I indicate a 
main point by pausing to get my students' full attention and 
then saying emphatically, 'This Is the really important con- 
sideration!' Then I pause again to be sure they are prepared 
to write It down. If not, I restate the importance of what 
Is to fol low." 

A Sociology professor also uses dramatic pauses and a sense 
of timing to stress the most important points in his lec- 
tures. "I structure each lecture to build up to the crucial 
point of the topic," he says. "Then I announce it In a sweep 
Ing manner, timed to occur at the end of the class period." 



These are all the ideas that we obtained In our Interviews 
with Berkeley faculty. If you have additional ideas that 
could be included in this Teaching Idea Packet, please call 
Robert Wilson at 642-6392. 

Adapted from A8CS of, TMchlng with Excal Iwicb . B. G. Oavis, L. Wood and R. Wl Ison 
T«acnlng Innovation and Evaluation Servicas, University of CaMfornIa, 1983. 
These suggestions relate to Student Description of. Teaching Item 9, 1986 form. 
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ENCOURAGING CLASS DISCUSSION 



The following ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

\. Explain the purpose of discussion. 

To get your students involved in class discussion, it is 
helpful to explain the value of their participation and what 
they can oxpect to get out of the experience. 

A professor of Business Administration stresses the importance 
of explaining the benefits of discussion with students. "My 
students don't know how to participate in a seminar so I make 
a point of telling them what skills they will acquire: how 
to speak and discuss their ideas, how to listen and respond 
to the ideas of others." 

in seminars, especially, many faculty members find that it 
is worthwhile taking some time to teach their students how to 
listen to others, how to paraphrase, how to Involve other 
members of the group. "Students have to understand that in 
a seminar they share the responsibility for making the dis- 
cussion a worthwhile experience for us all," says one social 
science teacher. "This is a new idea for most of them." 



2. Move around the room In a way which will promote discussion. 

A professor of Business Administration finds that the way he 
moves around the room alters the kinds of interaction he is 
able to generate among his students. "When a student asks a 
question, it is natural for an instructor to move toward that 
student," he points out. "However, this tends to exclude the 
other students and focuses the interaction on the teacher and 
the one participating student. 

"In order to draw my other students Into the discussion and to 
get them to address their comments to one another as well as 
to me, I find that it helps if I move away from the student who 
asks a question rather than toward him or her. This forces the 
student to proj ect so that everyone Is drawn in to the conver* 
satlon. It also makes it more likely that the student will 
address fellow students." 
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3. R«(d1rect your students' qu«stions. 

te'H«n:vQr you have reason to believe that there are students 
In your class who know the answer to a student's question, it 
is (jseful to redirect the question to one of those students 
or to the class as a whole, A professor in the social 
sciences, for example, says that in the d!scussion section 
he tries hard not to answer his students' questions directly 
unless he doubts that anyone In the class would be In a 
position to give the correct response* 

"Even in lecture classes, I often use this technique," he 
says. "It tends to involve the other students more with the 
question and It Illustrates how fellow students can be a re- 
source for learning." 

4. Create an aproprlate physical setting for the discussion. 

It Is difficult for students to talk to people they cannot 
see. In a typical classroom, with fixed seats facing for- 
ward, students tend to direct their comments to the front of 
the room - to their teacher - rather that to other students. 
This arrangement encourages one-to-one dialogues rather than 
group discussion. If, on the other hand, students can see 
each other, they are more likely to Interact with one 
another as well as with their teacher. 

A circle or U-shaped arrangement of chairs If the most use- 
ful for discussion. Instructors also find that If they sit 
w i th their students rather than stand in front of 'hem or 
sit behind a table, it helps promote group discussion rather 
than student-faculty exchanges. 

3. Identify discussion questions In advance. 

Students are more Inclined to participate when they know the 
focus or Intent of a discussion. A preview of discussion 
topics can help your students to organize their thinking and 
prepare to express -^helr views. Several faculty members 
develop discussion questions in advance and distribute them 
to their students. 

"In my Education course," one professor explains, "I give my 
students a series of four to eight discussion questions on 
each week's reading assignment. These are spelled out in my 
course syllabus which Is handed out during the first week of 
class. All of my students are responsible for all of the 
questions each week. Those questions serve both as study 
aids and stimuli for discussion." 
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6. Turn one of your lecture periods into a discussion section* 

An Engineering professor teaches a lecture course with an 
enrollment of about 40 students* Because of its size, there 
is no Teaching Assistant for the class and no formally 
scheduled discussion section* 

*M believe that discussion is quite important, but the 
current size of 40+ students really prohibits useful 
exchange In the lecture setting," he says* As a result, he 
decided to restructure one of the lecture meetings Into two 
discussion sections* 

On Mondays and Wednesdays, ho lectures to the class* On Fri- 
days, his students meet in two different sections (15-25 students 
in each group) to discuss the material* The faculty member 
conducts both discussion sections* 

Although it may be difficult to schedule a convenient time 
for one of the sections (the other can meet during regular 
lecture hours), the benefits are worth the effort to this 
I nstructor • 



7* Divide the class Into smaller groups with a formal Izad 
structure* 

An Education professor divides his class into groups of six 
to eight students* Each group is asiigne^ a specific ques- 
tion or topic to discuss, selected from a list of questions 
prepared in advance* But, because students do not know 
beforehand which questions their group will be assigned, 
they must be prepared to discuss all of them* 

The professor assigns one student in each group to be the 
discussion leader, anottar to be the group's summarlzer, and 
a third to be the group's evaluator* Each group conducts 
its discussion in the manner It feels will be most effective* 
During the discussions, the faculty member moves back 
and forth among the groups, noting any issues he may want to 
bring up or clarify at the end of the class* 

After the groups have discussed their respective topics, 
the class is called back together and each group summarlzer 
presents the results of that group's discussion, highlight- 
ing key terms or other information felt to be Important* 
Each group's evaluator then provides some observations on 
how well the group functioned and makes suggestions as to 
how it might have functioned more effectively* During the 
course of the term, each student serves at least once as a 
group discussion leader, a summarizer, and an evaluator* 
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8, Assign your students specific leadership responsibilities. 

"I find this procedure very effective In getting my students 
to take responsibility for class discussions," notes an 
Architecture professor. Students select topics for which 
they will serve as discussion leaders. The number of student 
leaders per topic depends on the size of the class (usually 
from one to three students per topic). Each student, either 
alone or with other students, leads a discussion two or three 
times per semester. 

"The leaders' task Is to prepare a set of three to six dis- 
cussion questions about the reading material. These discus- 
sion questions are handed out to the rest of the class the 
week before the topic Is covered. If there Is more than one 
leader for a topic, the leaders assume responsibility for 
facilitating the discussion." 



9. Use students' writing assignments as the basis for discussion. 

An Engineering professor Identifies several key questions or 
Issues which he gives to his students a week or two before they 
are to be discussed. His students prepare written responses of 
no more than one typewritten double-spaced page. As a 
result of writing their answers, students come to class well 
prepared to discuss the material. Their written responses 
are turned In at the beginning of the period and are subse- 
quently graded, as is their participation in the discussion 
of the topic. 

A History professor uses a similar strategy. In the first 
week of class he gives a few short writing assignments, each 
of which can be completed in one or two short paragraphs. 
"It's hard to provoke discussion at the beginning of the term 
by simply tossing out a broad query to the class," he says. 
"Assigning a specific topic to write about helps students 
prepare for the discussion. Later, when students are more 
comfortable with each other and with me, this kind of formal 
preparation Is less necessary." 

A professor of Business Administration uses the same ap- 
proach throughout the term. Each week a "reaction" paper is 
due which requires his students to write one to three pages 
on a specific topic, typically responding to a controversial 
issue. The papers are graded and used as the basis for 
class d i scuss ion. 



Mapr*<l from AgCls oi TMcfilng ^ Excallenca . 8. G. Oavis, L. Wood and R. Wilson 
TMcnIng Innovation and Evaluation Survlcas, Jnivarsity o» California, 1983. 
Tn,s« suggastlons r.lat. to Student Description Teacnin., Item 10. 9a6 form. 
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INVITING STUDENTS TO SHARE THEIR KNOWLEDGE AND EXPERIENCES 



The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

1. Call on students who might provide an Interesting viewpoint, 

"I call on students whom I think might have a different 
perspective or set of experiences relevant to a given topic 
or issue," says a professor in Political Science. "I try to 
take advantage of the probability that outdoor types ha^e 
different experiences and attitudes about environmental 
issues, or that women and men students view prostitution and 
ch i I dcare d i f ferent ly ." 

A Law professor fol lows much the same procedure. "Some of 
my students have been divorced which means they have had 
personal experiences related to a particular law," she says. 

Several teachers stress the fact that by getting your students 
to talk about their experiences, you can greatly increase the 
amount of knowledge all your students take away from the course 

2. Introduce students to the good work done by their peers. 

There are several techniques used by a faculty member in 
Business Administration to extend the Ideas and the special 
knowledge of Individual students to the class as a whole. 
These Include: 

passing out a list of research topics chosen by the 
class so that his students will know If others are 
writing papers of Interest to them. 

making available copies of the best papers and essay 
exams to others in the class. 

providing time In section to have students read the 
papers or assignments of others. 

requiring each student to write a critique of another 
student's paper as one of the written assignments. 

incorporating Into his lecture a brief talk by a 
student who has experience or who Is doing a research 
paper on a relevant topic. 



I. Encourage your students to write papers related to their back- 
grounds* 

A professor of English encourages his students to make use 
of knowledge and skills developed In other courses In combi- 
nation with those emphasized In his course# "I strongly 
encourage my students to write papers on Interdisciplinary 
topics," he says* Examples Include: a Botany student wrote 
a paper on "Shakespeare and Plants," an Anthropology major 
wrote on "Folk Tales in King Lear," and an Art major ana- 
lyzed the connection between the paintings of Watteau and 
Imagery In Pope's "Rape of the Lock"* 

"If you can get your students to realize that they each 
bring different kinds of talent and expertise to the course 
and encourage them to apply these, that goes a long way 
toward motivating them to do their best work* 

4* Encourage your students to make presentations In diss* 

"Sometimes my students come up after class and pose an 
interesting question or make an Insightful comment," says 
one social science professor* "Often I encourage those stu- 
dents to pursue the topic In more detail and then make a 
brief presentation to the class* When possible, I try to 
get several students with complementary experiences to work 
together on a project of this kind*" 

This teacher assis*^" his students In preparing their presen- 
tation and then gives them 10 or 15 minutes of lecture time* 

5* Require your students In the first week of class to bring 
examples of work done In previous classes (term papers, blue 
bookSt designs, lab reports, etc*)* 

One Architecture teacher who does this has his studentj 
bring slides of design projects executed in prerequisite 
courses and present them to the entire class* In this way 
his students show each other their work and 1 deas and get to 
know one another better* 



These are all the ideas that we obtained in our Interviews 
with Berkeley faculty. If you have additional ideas that 
could be included in this Teaching Idea Packet, please call 
Robert Wilson at 642-6392. 

Adapted from ABCS of T»achlnq with Excal lenct . 6* G* Oavis, L« Wood and R. Wi I son 
T«acnlng Innovarion and Evaluation Services, University of California^ 1963* 
These suggestions relate to Student Description of Teaching Item II, 1986 form. 
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KNOWING F THE CUSS IS UNDERSTANOINQ YOU OR NOT 



The following ideas are suggested and used by faculty members at 
the University of California, Berkeley. 



1. Assign **ininute papers" at the end of some lectures. 

The Physics professor who Invented this process says, "Sev- 
eral times during the term - about once a week - I come to 
class a little early. I write two questions on the board: 

1) What's the most significant thing you learned today? 

2) What question Is uppermost in your mind at the end 
of today's class session? 

"Then, I make my presentation for 49 minutes. One minute 
before the end of the period, I say to the class, 'Take out 
a piece of paper. You have one minute to answer these two 
quest i ons. ' 

"My students sign the papers and pass them to the center 
aisle. I pick them up on my way out of class. I give them 
to my reader to check off the names of those who turn them 
in. 

"Now I read some of the papers. I find I can tell whether I 
am getting my points across. I can also tei I what problems 
students are having. I clarify difficult points next time 
we meet. 

"I can identify studen-, In trouble early In the term. If a 
student gives me off-t -wall responses, I invite him/her to 
come see me. One of th , common problems is that a student 
has the course prerequisites on paper, but nol in his/her 
head . 

"Furthermore the 'minute paper ' process causes students to 
listen more actively. All the way along during the class 
session they are saying to themselves, 'Is this the most 
significant thing I'm going to learn today!' 

"Toward the end of the hour they have to wonder, 'Well, what 
question j_5 uppermost In my mind at the end of this session." 

"Students' writing Improves. Responses I got in the lust 
week of the term are more articulate, and lonyer than those 
at the beg i nn i ng . " 
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Distribute Index cards several tines during the semester and 
ask students to give you feedback on the course. 



A professor of Education asks students to respond to two 
questions, one on the front and one on the back of the index 
cards. The two questions he uses are, "How's it going?" 
and, "Any suggestions?" 



Videotape a segnent of your class. 

Several Berkeley professors have had their classes video- 
taped. One Zoology professor has had his lectures video- 
taped many times. "The first time was a shattering experi- 
ence," he says, "but It is the most effective kind of feed- 
back you can get. I have found videotape Invaluable for 
getting rid of annoying mannerisms, for learning to vary the 
speed of my delivery and to put more expression and greater 
clarity Into my explanations." 

If you want to arrange to have your class videotaped call the 
Educational Television Office (2-2535). Guidelines for 
observing a videotape of your teaching are available from 
TIES (2-6392) or from the Television Office. 



Reserve the last 10 ninutes of your class for questions. 

A faculty member In the humanities wanted to provide oppor- 
tunity for student questions during his lectures, but he was 
concerned that the questions might monopolize class time and 
take them off the topic. "I decided to reserve the last ten 
minutes of class for student questions," he says. "I feel 
better knowing I will not be Interrupted. My students feel 
better knowing they have an opportunity to clarify points 
they may not have understood." 



Give frequent quizzes. 

One excellent science teacher gives students practice quiz- 
zes (of 10 to 15 minutes duration) throughout the quarter. 
"I don't grade the quizzes," he explains, "but I do read 
them and review material with which a large number of stu- 
dents seem to have difficulty. ( also seek out students who 
are having real problems understanding the material and 
spend more time with them In my office or in the departmen- 
tal course center." 
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Incr««s« thtt anount of •ye-contect you h«vo with your students 
during your lectures* 

"I look Cdrefully at my students' faces," says one History 
professor. "You can't teach a bored or confused class. If 
I see a glazed look which suggests that students are not 
following me, I interrupt my lecture and say, 'We may be 
going too fast...,' or 'This point doesn't seem to be clear 
to some of you. . . ' . 

Some faculty members prefer to direct their questions to the 
entire class; others find it effective to call on students by 
name, interrupting their lectures to say, "Jerry, you look 
like you had a question," or "Several of you looked puzzled. 
Sally, can you tell me what doesn't seem to be clear?" 

Call on your studojfs to paraphrase or suMsrlza what you hava 
Just said* 

"Asking your students if they understand gets you only so 
far," one History teacher explains. "Asking Ms. Jones to 
summarize the main things to remember about X, and then 
asking other students to help out If she Is having difficul- 
ty Is a far better check on your students' understanding." 

Asking questions of specific students has other benefits 
too. For example, because your students know that they may 
be called upon, they listen more attentively for the main 
ideas and that In turn helps them to organize thair notes 
better. Getting your students to summarize periodically 
also breaks the monotony of a 50-minute lecture. 



Attend or lead lab or discussion sections yoursalf* 

Several faculty report that they always lead one lab or dis- 
cussion group themselves so that they have firsthand knowl- 
edge of how the course is going. 

"My students vary considerably in their command of prerequi- 
site subject matter in this course," one faculty member 
explains. "It's a tough course and the chief task is to 
find out as soon as possible who is going to have trouble 
and to give them help early on. I can't always depend on 
the TAs to let me know. Also the atmosphere in the biologi- 
cal sciences Is so fiercely competitive, many of my students 
try to hide their weaknesses until It is too late for me to 
help them." 
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9. Encourag* your students to form small study groups and sand 
raprasciitatlvas to saa you about difflcuitlas their groups are 
having. 

One humanities teacher who does this says, "Although I 
encourage my students to come see me about problems they are 
having with my course, freshmen are often loathe to do that. 
By encouraging them to form study groups, I am trying to 
help them get to Know at least some of their fellow students 
and to take advantage cf what they can learn from one 
another. Also, It seems to be easier for some students to 
come to me for assistance if they 'represent' a group, 
because the problems are then seen as common to many stu- 
dents not just the group's representative. Faculty members 
can be very IntlmidatI n? for some freshmen, even those of us 
who try very hard not to be. Also, many of these students 
werfc at the top of their high school classes and it is 
difficult for them to adjust to the competition at Berkeley. 
While It Is difficult for them to admit that they don't 
understand some-thing, there Is a certain comfort In knowing 
that some of their fellow students are In the same boat and 
that by joining forces they can help one another." 



10. Schedule an Individual appointment uith each student. 

A Statistics professor felt that ha was not being succassful 
In generating class discussion. At the end of the third 
week, still unable to encourage class participation, he 
decided to pass around a sheet of paper with a I Ist of 10- 
mlnute blocks of time when he would be available for individ- 
ual appointments. 

Each of his students was required to sign up for one of the 
10 minute appointments. They'wore told that the chief 
purpose was for him to get to know his students better and 
to llst->n to a.iy complaints suggestions they might have. 

"I found that this was a real ice-breaker," he explains. 
"Even though most of our discussions were mainly chit-chat, 
some of my students used the opportunity to indicate prob- 
lems they were having in the course or to make suggestions 
about course Improvements. Perhaps the chief benefit was 
that it gave me an opportunity to get to know my students. 
As a result, they seemed to feel more comfortable asking 
and answering questions in class. 



AdAprvd from ABC's T»acMnq ••i_th Excal l«oca. 8. G. Oavis, L. Mood and R. WM»on 
TaacMng Innovation and EvaluaTTm Sarvlcas, Unlvarslty of California, 1983. 
Thasa suggasrlons rwlara to o tuo-wt Oaicrlptloo of TaacMnci Itwn 12, 1986 form. 
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HAVING STUDENTS APPLY CONCEPTS TO DEMONSTRATE UNDERSTANDING 



The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

1. Assign "thought problems" which are typical of the problems 
faced by professionals In the field. 

A Forestry professor assigns weekly "thought problems" 
which are of the same type ;.e Includes on his two midterms 
and final examination, "These 'thought problems'," he 
explains, "serve two functions: to expose students to my 
kind of exam and to get them to really think through the 
material covered each week. They are not graded, but every 
Monday I go over them in class so that my students can see 
how well they are doing." 

He goes on to say, "I can best define 'thought problems' in 
terms of the type of questions professional foresters are 
asked, such as, 'What is killing that tree?'; not 'Name six 
factors which can kill trees." 

2. Use real problems and have your students solve them. 

An Engineering professor presents his students with problems 
based on real cases. "For example," he says, "my students 
are told that a ball bearing failure has occurred in an 
airplane. They are asked to outline what stops they would 
take in determining the cause and correcting it. 

"They tell me what tests they would make and, using simula- 
tion techniques, I tell them what the results of those tests 
would be and ask what they would do next. This continues 
until my students have either solved the problem or are 
stumped. Then their results are compared with those from 
the actual case study. 

"The value of this approach Is to give my student? experience 
solving the type of practical problems they will encounter 
as professionals," he explains. "Also, because the problems 
are based on actual cases, it gives my students a chance to 
compare their own problem-solving skills with t..ose of prac- 
ticing engineers." 
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3* Use case studies to give your students practice at answering 
practice questions* 



A professor of Anthropology carefully prepares case study 
assignments to give her lower division students exposure to 
primary research techniques and strategies* Studenfs are 
presented with a collection of photos, maps, and narrative 
information which depict a'site as an archaeologist would 
see it. Students must answer a series of questions, e.g., 
^*What changes in eating habits can you Infer from the 
artifacts found at two different levels?" 



4. Have students solve problems at the board* 

A faculty member who teaches quantitative methods calls on 
students to come up to the board to solve problems* Each 
student is permitted to bring a fellow student as a "coach" 
so thd" he or she Is not put on the spot. At the beginning 
of the term the problems are based on homework assignments. 
Toward the end of the term, they are based on impromptu 
examples* This method increases student discussion and 
interaction and encourages your students to pay close 
attention in class. 



5. Use the Socratic method to lead students through the steps 
Involved In applying particular concept* 

For example, taking a concept like **ticensing" as a public 
policy tool, a Political Science teacher guides his students 
through the steps involved In creating a regulatory commis- 
sion, e.g., to license prostitution. "What would such a 
commission look like?" he asks. "Who would want to serve on 
it? What problems would It encounter? I force my students 
to apply abstract concepts and principles from their readings 
to new srtuations," he explains. 

Later in the term, he has his students actually simulate the 
wor k i ngs of a particular regul atory comm i ss ton and engage 1 n 
debates on the pros and cons of particular policy solutions. 
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Have your undergraduate students carry out Independent 
research projects* 

A Forestry professor who uses this approach believes that 
too many laboratory courses follow a "recipe" approach and 
thus do not really introduce students to science. "I want 
tny students to get a feel for real scientific research/' he 
explains. "Therefore, I require them to develop the ques- 
tions, select the methods by which they are going to carry 
out their Investigations, review the relevant research 
literature, and report their findings In both written and 
oral form." 

The TIES office has a publication on strategies for promoting 
undergraduate research. If you are interested contact TIES 
(2-6392). 



Have your students do research and write reports for specific 
"real world'* clients* 

Some teachers select or simulate a problem In their field 
and then have their students design a research project, 
gather the relevant data, and write up the results In a form 
appropriate for the "client." 

Still other teachers find real clients for their students. 
For example, a teacher of natural resources has his students 
participate In all phases of the research, report writing, 
and oral presentation to client agencies for environmental 
impact studies In the Bay Area. Similarly, a social welfare 
teacher has her students help agencies define their needs 
and write grant proposals for submission to foundations and 
federal agencies. 

An Education professor frequently has his students meet with 
top level University administrators to define current eva- 
luation or Information needs on the campus. Each of his 
students then designs and conducts a small-scale evaluation 
project on the campus and writes a report for the client- 
administrator In lieu of a standard term paper. He notes, 
"You get better results from your students If they fee! 
there is a real audience for their Ideas." 
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Make assignments which give your students field experience* 

A Political Science professor always includes at least one 
experiential assignment in his courses* A recent example 
was to require his students to Interview a Bay Area politician 
as well as his or her spouse, children, staff members, and 
several constituents in order to get a better understanding 
of the dally life of a politician and the issues and 
problems he or she faces* 

"My students were then asked to tell their class about their 
experiences so that genera I i ^'at i ons could be drawn* They 
compared their own conclusions with those presented by both 
the theoretical and the popular conceptions of politicians 
represented In their reading assignments*" 

"My students are so experience-poor and theory-rich," he 
explains, "that I find as many ways as possible to get them 
to use the Bay Area as a laboratory for enriching their 
understanding of course concepts and theories* My students 
are also so competitive, that I try to give them a few non- 
competitive assignments where each student has his or her 
own unique experience which can be pooled with those of 
others In the class in a way that enriches everyone's 
understand 1 ng*" 



Adapted from ABC* 5 of T»achlnq with gxc<l I w ee, B. G. Oavis, L. Wood and R. WMson 
Teaching Innovation and Evaluation Sarvicef, Unlvarslty of California. !98i. 
Thasa suggasTloos ralata to Student Description of Teach In j lte« 13, ?986 form. 
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SHOWING INTEREST IN STUDENTS 



The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley, 

1. Arrive at class ten ulnutas early each day and talk with your 
students Individually. 

wi try to target a different section each day," a History 
professor says, "talking with my students about the course or 
more general topics, getting to know their names and some- 
thing about them as Individuals. It helps me to remember a 
name If I can connect It with a place, an interest, a per- 
sonality trait. An easy example would be Miss Baker from 
BaKersf lei d." 

This teacher, like many others, believes that addressing 
students by name helps to dispel the excessive formality of a 
large lecture class and creates a more positive learning 
env Ironment . 



2. Keep the hour following a class open to talk with your students. 

Make a habit of staying after class to talk with your students. 
"The biggest turn-off for students is for a faculty member 
immediately to gather up his notes and his briefcase and 
virtually beat his students to the door after class," a pro- 
fessor of Public Health points out. "This suggests that ho 
is too busy for students. I have developed a technique of 
loitering after class, very slowly erasing the boards and 
talking with my students as they leave. The result Is that 
after the first few days of class, more and more of my 
students linger as well, and I get to know many of them In 
that way." 

If another class Is scheduled in the room Immediately fol- 
lowing your class, then do as a Biochemistry teacher does and 
tell your students that you will stay in the hall for ten min- 
utes following lecture to respond to students' short questions. 

Hold office hours immediately following class. The same 
Biochemistry teacher also schedules his office hours following 
the class meeting. "That way students who bring up more com- 
plicated questions right after class dre invited to accompany 
me back to my office. I've found that my students dre more 

likely to have questions or comments at the end of a class 
when the material is still fresh," he notes. "This stratejy 

lets me aodress their concerns immediately." 
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Invito your students to lunch. 

Even in large lecture classes^ it is possible to make per- 
sonal contact with many of your students. A Physiology pro- 
fessor for example, takes two of her students to lunch each 
week. Each week she randomly selects two names which are 
placed on the board at Monday's lecture. The two students 
are asked to see her after lecture and a mutually convenient 
time is set for lunch that week. 

w|n this way I get to know at least 30 of my students In the 
class fairly well,'' she notes. "Knowing these students helps 
my I ectur i ng because I am better able to ' p i tch ' a I ecture 
if I know the interests and abilities of students in my class 
It's also a lot easier to lecture to familiar faces." 

A Business Administration faculty member uses a similar 
technique. "I set aside three luncheon dates during the 
semester and invite my students who would like to meet with 
me Informally for lunch at the Faculty Club to sign up." 
Each term 15 to 20 of my students avail themselves of this 
opportunity. 



Meet regularly with your students who do poorly on the midterm. 

One professor of Forestry gives the first of two midterms 
early enough In the course to allow him to Identify those 
students who may be having difficulty. After the first 
midterm^ he asks each of his students who did not pass to 
talk with him about the exam results. In these meetings he 
tries to discover each individual student's problem. "I ask 
questions such as 'Did I misread anything you gave as an 
answer?' or 'What problems did you have in taking the exam?'" 

He concludes each meeting by telling his students that he Is 
certain that they can do better and striking a bargain with 
them. "Usually, I tell them that I'll forgive the first 
midterm and let their grade be determined solely on the 
second midterm and final," he says, "on cond ition that they 
agree to meet with me weekly to go over homework <isignments 
and to get additional help. 

"About nine or ten students take advantage of this help each 
term;," he explains. "As a result of this technique, in the 
ten years I have been teaching I have not had to flunk a 
single student in a course. Giving students a second 
chance, I find. Is a powerful motivator." 
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Seh«dul« an Individual appolntmant with aach studant. 

A Statistics professor felt that he was not being successful 
In generating class discussion. At the end of the third 
week, still unable to encourage class participation, he 
decided to pass around a sheet of paper with a list of 10- 
rninute blocks of time when he would be available for Individ- 
ual appointments. 

Each of his students was required to sign up for one of the 
10 minute appointments. They were told that the chief 
purpose was for him to get to know his students better and 
to listen to any complaints or suggestions they might have. 

"I found that this was a real Ice-breaker," he explains. 
"Even though most of our discussions were mainly chit-chat, 
some of my students used the opportunity to indicate prob- 
lems th v were having In the course or to make suggestions 
about course improvements. Perhaps the chief benefit was 
that It gave me an opportunity to get to know my students. 
As a result, they seemed to feel more comfortable asking 
and answering questions In class. 



Require all your students who do below "C" work on assignments 
or quizzes to see you. 

One teacher of Forestry does this In all his undergraduate 
courses. Another Forestry professor writes a note, "Please 
see me" to students who score below 70 on his weekly 
quizzes* 

"It's Important to find out why students score low," he 
explains. "If they are having difficulty understanding the 
material, I offer to help them. If It's a question of 
motivation or a student placing less priority on my class, 
that's OK too. It helps me as a teacher to know the rea- 
sons for the poor performance. Showing concern Is also a 
powerful motivator for some students: they begin to do 
better." ^ 

A Zoology professor concurs. "I call students In who get 
less than 50% on the biweekly quizzes," he says. "In a way, 
I play parent with them; I 'sit on' them a little. I think 
I understand better now than when I began teaching the need 
some students have for external motivation." 
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Consciously use your students* names whenever possible* 

"I call roll several times during the beginning of the term 
to connect faces and names as soon as possible,*' a professor 
of Forestry says. "Later, If a student looks familiar but l 
can't remember his or her name, 1 simply admit it and ask 
the student to tell me again. Then I make a point of using 
the name right away to help me remember It the next time." 
A professor of Entomology says, "In a class of 100, there 
are always three or four names that I don't seem to be able 
to learn. Nevertheless, my students greatly appreciate the 
effort." 

Another strategy is to walk around the class while your 
students are working on a quiz or problem and try to match 
faces with names. A science teacher says that he circulates 
for 10 or 13 minutes and then goes back to his desk and 
tries to write everyone's name down. "This really 
reinforces my memory," he says. 



Adapted frow AgCIs ot T«acMnq ExcaMenca . 8. C. Oavfs, L. Wood and R. Wilson 
TMCtilng Inoovatlon and Evaluation S*rvlcas. University of California, 1983. 
Tha«« suggMtlons ralata to Stua« n\ Ooscrlption of T«acnlnq ttm 14, 1986 form. 
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Teaching Innovation and 
Evaluation Services (TIES) 
U. C. Berkeley 



Teaching Improvement Packets 
No. 15 



OWING PERSONAL HELP TO STUDENTS HAVING DIFFICULTY 



These Ideas are suggested and used by faculty members at the 
University of California, Berkeley. 



Meet regularly with your students who do poorly on the midterm. 

One professor of Forestry gives the first of two midterms 
early enough In the course to allow him to Identify those 
students who may be having difficulty. After the first 
midterm, he asks each of his students who did not pass to 
talk with him about the exam results. In these meetings he 
tries to discover each Individual student's problem. "I ask 
questions such as 'Did I misread anything you gave: as an 
answer?' or 'What problems did you have In taking the exam?' 

He concludes each meeting by telling his students that he is 
certain that they can do better and striking a bargain with 
them. "Usually, I tell them that I'll forgive the first 
midlerm and let their grade be determined solely on the 
second midterm and final," he says, "on condition that they 
agree to meet with me weekly to go over homework assignments 
and to get additional help. 

"About nine or ten students take advantage of this help each 
term," he explains. "As a result of this technique, in the 
ten years I have been teaching I have not had to flunk a 
single student in a course. Giving students a second 
chance, I find, is a powerful motivator." 



2. Recommend that your students who need substantial assistance 
use the tutorial services of the Student Learning Center. 

"I make extensive use of the Student Leeirn i nq Center ," a 
History professor notes. "I have referred many of my students 
there for help. Although I make quite specific comments on 
my stud its' papers, the SLC people are much more experienced 
than I am at seeing the underlying problems that a stodent 
nas and in giving much more extensive assistance. It's just 
not as easy for me to see a students' pattern of mistakes." 

A professor of English also recommends the Stude nt Learni^n^ 
Center highly. "Their tutors are really quite good," he 
says, "in fact, many of my better students have been tutors 
at the Center." 
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Schedule specific topics for your office hours. 

"I find it useful to identify in advance a specific topic 
for tny office hours," says a Linguistics professor. "I 
encourage tny students who are having difficulty In that area 
to come for help." Based on past experiences she knows 
which concepts and Ideas cause problems and she schedules 
her office hours to provide further elaboration and discussion 
on these topics. 

"This way If one of my students misses a class or doesn't 
fully understand the topic, he or she has another chance at 
the material during office hours. My TAs are also encouraged 
to attend these sessions so that they better understand 
areas of student difficulty." 

Another professor uses one office hour a week in a similar 
fashion, although the specific topics are not necessarily 
ones covered by the course. "Sometimes they are enrichment 
topics; sometimes they are remedial, like how to do a term 
paper," he says. 

As an added bonus, students and professor get to know 
one another In a small Informal setting. 

Provide self-Instructional materials or "modules" which relate 
to basic principles and skills needed to succeed In your course. 

A faculty member in Biochemistry had a graduate student 
develop computer-assisted Instructional units for review by 
his students whose science and math backgrounds were weak. 
"I give a short diagnostic test at the beginning of the 
course to help Identify students who need this kind of 
review in order to keep up with my course," he explains. 

A Physics professor also gives his students a review module 
covering basic algebra during the first week of class. 
"Students who are unable to pass a quiz after reviewing this 
unit are not allowed to continue In my course," he says, 
"because there Is no way they could succeed without under- 
standing the fundamentals of algebra." Such students are 
advised to use the Student Learn I nq Center or to take an 
Algebra review course before enrolling In Introductory Physics. 



Hand out brief evcerpts or abstracts of contaxtual material to 
fill In cultural aps In your students* knowledge. 

One professor o\ Near Eastern studies distributes such hand- 
outs fairly often In a lower division survey course. "I don t 
expect my students to know a great deal about the geography, 
religions, and literature of the Near Eastern countries we 
are studying," he says. "However, more and more, I find 
that I cannot make many assumptions about what my students 
know about Western culture either." 

"This poses some difficulty for me as well as for my stu- 
dents, becaise I bp'.ieve one of the best ways to teach 
something 'foreign' is by iinalogy to something that is 
familiar. Yet, in order to do rhat, I find It Is increasingly 
necessary to provide information on the so-called familiar 
Western examples as well." Among the contextual materials 
he distributes in excerpted or abstracted form are fables, 
fairy tales, nursery rhymes, biblical stories or quotations, 
and Greek mythology. 



Require all your students who do below "C" work on assignments 
or quizzes to see you. 

One teacher of Forestry does this in all his undergraduate 
courses. Another Forestry professor writes a note, "Please 
see me" to students who score below 70 on his weekly 
qu i zzes. 

"It's important to find out why students score low," he 
explains. "If they are having difficulty understanding the 
material, I offer to help them. If it's a question of 
motivation or a student placing less priority on my class, 
that's OK too. It helps mc as a teacher to know the rea- 
sons for the poor performance. Showing concern is also a 
powerful motivator for some students: they begin to do 
better." 

A Zoology professor concurs. "I call students in who get 
less than 50% on the biweekly quizzes," he says. "In a way, 
I play parent with them; I 'sit on' them a little. I think 
I understand better now than when I began teaching the need 
some students have for external motivation." 
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6lv« a diagnostic test at the beginning of the semester. 

One Biochemistry teacher frequently gives a diagnostic 
test covering knowledge and skills prerequ i b i to the 
course. The test, which is given in the first week, is not 
graded. "Its sole purpose is to help me identify those of 
my students who need extra help so I can begin working with 
them early in the course. 

"Students need to recognize their weaknesses and begin to 
correct them if they are to succeed In my course. But they 
have to be given the means for correcting deficiencies. I 
meet with students whose preparation is inadequate and 
assign them special problem sets on a regular basis." 

Haka spoclal efforts to Integrate your weaker students Into 
the class through small group work. 

One foreign language teacher d i v i des his students Into small 
groups. "I pose a question to each group," he explains. 
"One student In each group gives the answer orally; a second 
student corrects the first student. If necessary; and the 
third student writes the answer on the board. Each student 
has a role, and these roles are rotated throughout the 
quarter . 

"Initially I assign my weaker students to do the boardwork," 
he says^ "although I am careful not to do this in an 
obvious way." This allows the weaker students to partici- 
pate, but In a way which will reinforce their own learning 
without holding back the others. "Also I often ask a better 
student to help out if a weaker student is having difficulty 
responding. Then I have the second student repeat the ques- 
tion to the first student to give him another shot at it. 
Peer teaching can be extremely effective," he says, "espe- 
cially when a class takes responsibi for its weeker mem- 
bers. I find this approach superior to one-on-one tutoring 
during office hours." 

Several other excellent teachers also form small peer teach- 
ing groups in discussion sections or labs. They integrate 
their weaker students into groups of average and above average 
ability. Some explicitly suggest ways in which their better 
students may help other students or ways in which students 
who are having difficulty may learn from others. 



Adapted from AflC's of. TMCtiInq with Exc»l lenca . 8. G. Oavis, L. Wood and R. Wilson 
Taacliing Innovarlon and Evaluation Sarvlcas, Univwrsity of California, 1983. 
Tha$» soggastions ralata to Studant Oescriptioo of TaacMnq Item 15, 1980 form. 
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RELAT1NQ TO STUDENTS AS INDIVSUALS 

The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

1. Use Index cards as a mnemonic device. 

As soon as you have a list of students enrolled in your 
class write each of their names on an Index card. On the 
first day of class, call roll, laying the cards on your desk 
bv seat and row to reflect where each of your students Is 
sitting in class. Throughout the first few meetings of the 
class, refer to the Index cards and use students' names 
whenever possible. 

A faculty member who uses this technique finds it especially 
effective to return to her office immediately after class 
and lay out the cards in the same order and review the 
names. "I set a goal for myself of learning 5 names each 
time the class meets. With a class of 30, I find I can 
learn everyone's name within the first two weeks without any 
difficulty." 



2. Invite your students to lunch. 

Even In large lecture classes. It Is possible to make per- 
sonal contact with many of your students. A Physiology pro- 
fessor for example, takes two of her students to 
week. Each week she randomly selects two names which are 
placed on the board at Monday's lecture. The two students 
are asked to see her after lecture and a mutually convenient 
time Is set for lunch that week. 

"In this way I get to know at least 30 of my students in the 
class fairly well," she notes. "Knowing these students helps 
my lecturing because I am better able to 'pitch' a lecture 
If I know the interests and abilities of students In my class 
It's also a lot easier to lecture to familiar faces." 

A Business Administration faculty member uses a similar- 
technique. "I sot aside three luncheon dates during the 
semester and invite my students who would like to meet with 
me informally for lunch at the Faculty Club to sign up.' 
Each term 15 to 20 of my students avail themselves of this 
opportunity. 
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Enter the class through the same door as your students. 

A faculty member in the biological sciences says that h« 
always does this when teaching in a large lecture hall. ' 
en^e^ from the back of the room with my students pausing 
to Chat with students on either side of the aisle before 



class begins," he says 



"You have to get into your students' skins to really teach 
well "he believes. "It helps to see the classroom trom 
fVelr vantage point and to get a sense of the class rom 
flVlr perspective. Not enough faculty members do this "he 
believes, "and among other things, it shows up in boardwork 
that can't be seen past the tenth row." 



Consciously use your students' names whenever possible. 

"I call roll several times during the beginning of the term 
to connect faces and names as soon as possible," a professor 
o? Forestry says. "Later, if a student ' ooks f am i t i ar but I 
can't remember his or her name, I ^ ""P ' V ' ^ J i^/"^ 
the student to tell me again. Then I make J P^^"^ . . ' 
the name right away to help me remember it the next time. 
A professor of Entomology says, "In a class of 100, there 
are always three or four names that . don't seem to be able 
to learnl Nevertheless, my students greatly appreciate the 
effort." 

Ancther strategy is to walk around ^'^^ <^ « "V^J^ ' 
students are working on a quiz or problem and try to « itch 
?ac's with names. A science teacher says that he circulates 
^or '0 or 15 minutes and then goes back to his desk and 
tries to write everyone's name down. "This really 
reinforces my memory," he says. 



Arrive at class tan ulnutes early aach day and talk «Ith your 
students Individually^ 

"I trv to target a different section each day," a History 
professor says, "talking with my students about the course oi 
more aeneral tipics, getting to know their names and some- 
ThingTb^u? th'eS as ' l2d i v I dSa I s. It ' P^J? T°//Tprr-' 
name if I can connect It with a place, an '"terest, a per 
sonality trait. An easy example would be Miss Baker from 
Bakersf ield." 

This teachir, like many others, believes that addressing 
students by name helps to dispel the excessive formality of 
large lecture class and creates a more positive learning 
env i ronment 
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6. Hav« your ftud.nti fill out a brlaf quastlonnaira about their 
backgrounds and Interests. 

Typically, such questionnaires ask for Information about 
stSdents''major. prerequisite or f ^i.^S^jl^^..^^!;^'^ J 
experiences, and career plans. Faculty members "SO this 
Information to understand their students and to call on 
thole Whose experiences may give them a different perspective. 

A faculty member In Polltica! Science, for example, asks 
students to describe their most memorable ^^P^^; ' , 
rela?es to the subject matter of the .^^^^^^ l^^.^r 

ber who teaches an area course asks ^^^o^^^l^l^Hl^ ^^f^^' 
experiences or knowledge of the peoples of the area through 
relations, friends, or through reading. 

7. Post your students' names proailnantly In a lab or seminar. 

A faculty member In the sciences has each of ^Is students 
write his or her name on an Index card and tape ^ »^ove the 
assigned lab station. Using this technique, ^rom the first 
day. he can begin calling his students by name. "This one 
simple thing." he says, "may be the most Important ^hlng I 
do to establish a good learning environment In which students 
feel free to approach me. to ask questions, and to get help 
If they need It." 

An Engineering professor follows a similar routine his 
seminar classas which tend to have 15-20 students. "I use 
5x8 cards folded lengthwise." he says. "On each card I 
write a student's name as large as possible . „^ 

felt-tip pen. I set these cards around the table so that my 
students can quickly learn each other's names In the same 
way I do." 

8. Provide a relaxing Informal atmosphere* 

"I bring coffee and donuts periodically to my seminar," says 
a pro:4sor In Engineering. "This helps relax my students 
and I jiids a congenial tone to the discussions." 

"I find that this simple act seems to make the sessions more 
Interactive. People tend to discuss Issues over coffee and 
donuts more readily than In a fixed formal classroom setting. 
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9. Pair students up to Introduce themselves first to one another 
and then to the class. 

In seminar courses, most faculty members ask their students 
to Introduce themselves briefly to the group. A professor 
of English has his students pair up for c few minutes to 
Interview each other about their backgrounds, literary 
Interests, and expectations from the course. He then asks 
members of each pair to Introduce each other to the group as 
a whole. 

"I think this approach helps students feel free to talk," he 
explains. It also helps set a pattern for discussion In 
which students are expected to listen to one another and to 
address their comments and questions as much toward one 
another as toward the Instructor. 



10. Hake a game of learning students* names. 

A professor of Forestry uses what he calls the "Name Game" 
with students to get everyone In the class acquainted. 
First, his students Introduce themselves and tell the class 
something about their majors and their Interests. Then he 
says, "Okay, Iet»s try that again with just the names; only 
this time you will have to listen very carefully because I 
want you not only to Introduce yourself but give the names 
of students who came before you." 

The first student gets off easy, since she has only to 
Introduce herself. The second person has to give his own 
name and the name of the student before him, and so on. "I 
put myself In last position," he explains, "and by that time 
I try to name all students In the room. I find that It Is 
not only an effective way to learn their names, but the 
game-like quality of It breaks the Ice and helps to create a 
sense of community." 



Adaprad from ABC's et Taachinq with Exctlleno . 8. 6. Oavis, L. Wood and R. WMsoo 
TM«iilng Innovation and Evaluation 3afvic«$, Unlvarslty of California, 1983. 
Jhmtm iuggastlons r«lata to Stud»nt Oaacrlptlon of Taaching Itam 16, 1986 form. 
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No. 17 



BEiNQ ACCESSIBLE TO STUDENTS OUT OF CLASS 



The following ideas are suggested and used by faculty members at 
the University of California, Berkeley. 



1. Keep the hour following a class open to talk with your students. 

Make a habit of staying after class to talk with your students. 
"The biggest turn-off for students Is for a facul+y member 
immediately to gather up his notes and his briefcase and 
virtually beat his students to the door after class," a pro- 
f^assor of Public Health points out. "This suggests that he 
Is too busy for students. I have developed a technique of 
loitering after class, very slowly erasing the boards and 
talking with my students as they leave. The result is that 
after the first few days of class, more and more of my 
students linger as well, and I get to know many of them in 
that way." 

If another class Is scheduled In the room immediately fol- 
lowing your class, then do as a Biochemistry teacher does and 
tell your students that you will stay in the hall for ten min- 
utes following lecture to respond to students' short questions. 

Hold office hours Immediately following class. The same 
Biochemistry teacher also schedules his office hours following 
the class meeting. "That way students who bring up more com- 
plicated questions right after class are Invited to accompany 
me back to my office. I've found that my students are more 
likely to have questions or comments at the end of a class 
when the material is still fresh," he notes. "This strategy 
lets me address their concerns immediately." 



2. Go to class before It begins. 

A Physics professor makes a point of going to his classes a 
half-hour early (if the room is vacant) to erase the board, 
check out the equipment and the demonstrations he will be 
using and write a brief review on the board (e.g., pertinent 
equations, key phrases, topic areas). 

"This activity gets me in the teaching frame of mind and 
refreshes my students about the important points we covered 
the last time," he notes. "It also has the intended valu 
of increasing the opportunities I have to talk informally 
with my students. Five or six students come early to the 
class each time to ask questions, share ideas, or just talk." 
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Glv. your ho« phon. nu-b.r to stud.nts In your cl.ss.s. 

several f.cult, members ;'':;;„r",J'rs:,;°e::ll. 
th.m at home If they J""!!"^* English prof eisor. He 

"Just not after 2:00 a.m.l" says an '"9 ^.^ ^.jo„ »| 
, nds that his students "rely abuse !^|% "^iJ^^^'^undred 

Hstrnlen?'; : -a' Uud-n? I^oMd "t^fl^rn^ ' 

Tsstgnren?: 'T?ri:::d'°;.'s Jos -"el/ectlve to be a bit .ore 
"oplrativo and flexible at the front end." 

A professor o'/o' '^j^^i^tiTe? Il^r ^^an'TSSzl^ 7all^7but. 
V^rflU'VuVf rg'we'our:;''n2:ber lets my students Know , 
am available It they need me." 

Do some of your o«i> »orK In your campus office. 

several professors do "--teachlng^-ork In their campus 
office «lth an open-door PO'icV tell my stu 

" """^ i^i^Srtrev'have i o^rlelcher of dramatic art 
whatever questions they have, closed. It moans 

says. "On the other hand ' J^^J'^^/Jo be disturbed." 
either that I am not In or I preter nox 

An Engineering professor '»! '"X' Ij;:, .S^' i^i^s,"" I r" ' 
his students th»t even outsjde o «al °f Ice^hou 

TeJ "'ofesror'^sV-lb:? in: ]ob, lo l-m around the office 
a lot." 




K««p your o.flce door op«n unless you roally cannot be 
dlsturbed« 

"Mv students should have first priority on my time," one 
Cnalneering professor says. "I always Keep my off ce door 
IS?n Shei I 5m in and am\llling to stop whatever I am doing 
If one of my students comes by. It's important not to 
appear standoffish, to act put-upon, bored, or too busy to 
spend time with your students out of class. 

When he is working in the lab, he leaves a note on his 
ofHce door inviting his students to drop by the ' « f 
?hey want to talk. "Actually, I like to have students visit 
le In ?he lab," he says, "because there they can really see 
me at' work, and can get some Idea of what I do. 

Finally, because he has discovered that some of his students 
neler cime to the office or lab, he tries to spend several 
hours a week In the department course center where students 
study, socialize, and eat lunch. There, he talks with them 
Informally and gets to know them better. 



These are all the Ideas that we obtained jn ' "^•'^^ 

with Berkeley faculty. If you have additional Ideas that 
could be Included In this Teaching Idea Packet, please call 
Robert WIson at 642-6392. 



Maptod ir<m ABC's of TMChlng with Excallenca. 8. G. Oavl*. *tood -nd R. Wilson 
Teaching lnno";3t7Sn and Evaluation Sarvlcas, Unlvarslty of C«« •♦o^"'*;^"* 
Thasa suggastloos ralata to Student Description of TeacMnq lta« 1900 Torm. 
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Evaluation Sarvlcas (TIES) 
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Teaching Improvement Packets 
No. 18 



HAVINQ AN INTERESTING STYLE OF PRESENTATION 



The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley* 

1. Focus on five or six different students each day and give your 
lecture as If you were talking to then Individually. 

Many speech teachers encourage people to think of a lecture 
as an enlarged or public conversation. Several excellent 
lecturers told us that they lecture to a large class (50-200 
students) In the same way they talk to a few students., 

"By focusing on a few students, I am more relaxed and infor- 
mal. This helps me tc concentrate more on the fdeas I want 
to convey than the Impression I may be making," one teacher 
said. "I think that, as a result, I speak with more expres- 
sion and conviction.** 



2. Exaggerate everything about your presentation In a large 
auditorium class* 

A professor of Economics believes that physical exaggeration 
and a bit of hyperbole are keys to success in lecturing 
In a very large auditorium. "You have to remember that 800 
students constitutes an aud i e nce. not a class In the normal 
sense,** he points out. 

••In front of a very large audience, everythln9 you would do 
In lecturing to a class of 30 or even 100 Iooks small, 
stiff, ani formal. You have to exaggerate everything, mako 
It all 'larger than life,' If you want to capture an audience. 

••In our very large introductory course, I stride the stage 
with long steps, I make sweeping gestures, I ask broad 
rhetorical questions and make ridiculous puns, I pound the 
lectern and raise and lower my voice, and I make frequent 
use of simple graphs projected on a movie-size screen. 

••In my smaller classes, of course, I do none of those. A 
teacher can get away with gross generalizations in a very 
large lecture setting; In fact, exaggerations con even en- 
hance student learning in that environment. Students know 
the difference, and they appreciate a teacher's adaptation 
of pedagogical style to different settings." 
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3. Look for ways to relate the course inatertal as a story. 

"I always try to tell some kind of story," says a teacher in 
the biological sciences. "My primary belief about communi- 
cation is that It doesn't matter what you say if you can't 
get them to I i sten ." 

in describing his preparation for j lecture for a large 
class he says, "Because I already know the mr/terlal very 
well, most of the preparation goes on Ir my head for several 
days. Then, the night before I begin to concentrate on it 
very Intensely; It's a little like the 'psyching yourself 
up' that actors or football players describe before a per- 
formance or a big game. Then I begin to outline the lec- 
ture, focusing on the major points and how they might be 
told as a story." 



4. Vary the pace and type of Instructional activities In a course. 

One excellent teacher says that he conducts each class meet- 
ing differently "to keep my students off balance. Students 
always know what topic will ba covered In a given session," 
he says, "but they don't always know how It will be handled." 

An English teacher also believes that his wide variety of 
teaching strategies accounts for his high ratings on Inter- 
esting style of presentation. "I read whatever I can find 
on teaching In my discipline," he says, "and I borro-i shame- 
lessly from other Instructors when It comes to pedagogical 
strateg I es." 

Some of the variations used by excellent teachers Include: 
student panel discussions, guest speakers, slides, films, 
overhead transparencies, blackboard work with colored chalk, 
role-playing and simulations, and a wide variety of group 
discussion techniques. 

5. Begin your lecture with a "Joke of the week," especial iy In 
large early Monday morning classes. 

One faculty member admits that his jokes are pretty bad, but 
finds that his students appreciate his efforts anyway. "I 
hate Mondays and I hate early mornings even more," he c»x- 
plalns. "A joke related to the course content, to education, 
or to life In general tends to help get eveiyone awake," he 
says. 

The source of his jokes? "One source Is the students them- 
selves," he says. "I encourage students to bring me jokes I 
can use. In that way my 'bad' jokes are their 'bad' jokes 
as wel I 
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Invite guest speakers to your course. 

An English professor sometimes invites professional actors 
to talk about their Interpretation of <» scone or a role 
from a play his students are studying. "It's very Important 
to make clear to a guest what you expect of him or her In 
order to ensure that It is an educational experience for 
your students," he points out. 

"I always take detailed notes during a guest lecture," says 
a professor In biological sciences. -I"/*^ V^'jy T ilflr 
to answer student questions about the material during later 
sessions and may learn something new myself!" 

An Architecture professor prepares his guest speakers well 
in advance so that they know exactly what is expected of 
them. "Practicing architects are asked to submit working 
drawings, models, photos, and publications on one of their 
buildings so that my students can be well acquainted with 
their work beforehand," he says. 

"Students are asked to sjbmit a set of questions to a guest 
speaker beforehand about his/her work. Designated students 
are given responsibility to see that these questions are 
addressed to the speaker." He makes a point to confirm the 
time and place of the guest's presentation, provide a map of 
the campus, arrange for campus parking, and promptly send 
each speaker a thank-you letter. 



Focus your lectures around a common object, evont, or ph«noi»- 
enon which exenipllfles the major concepts of the course. 

A faculty member in the aiologlcal Sciences calls this his 
"potato lecture." "Biology is an empirical discipline; It 
depends on observation and Investigation. I pass out pota- 
toes to all 700 students in the class and begin a Socratic 
dialogue about thr kinds of things they can observ*i about 
their potato. I have to overcome their previous experiences, 
he explains. "Although potatoes are familiar objects to them, 
they don't have the foggiest idea what a potato is. I stress 
what you can get out of everyday experiences by asking the right 
questions. I poll them on their observations, help them ask 
questions and describe ways they could investigate answers.' 

An interactive exercise around a common phenomenon tends to 
"break the Ice" between faculty and students even In a large 
lecture course. 

"After the lecture, some students cook their potatoes and 
others plant them. Months later, I still get stopped by 
students who want to tell me how their potatoes are doing," 
he says. 
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B«gln class with an incident, axample* or anecdote to get your 
students* attention. 



A faculty member In History says that he often begins by 
reading aloud a short passage from a primary source or a 
story to illustrate his major theme or point In the lecture. 
"For example, I start out by stating that the Wizard of Oz 
Is a parable for progress i v i sm and read passages from it to 
Illustrate ray m^jor thesis. I thei. get my students to help 
Identify the different characters and what they represent. 

"I usually end with a quotation that pulls together what I 
havv> been trying to say," he says. "Also, whenever possible, 
I try to link the past with current events, tc show how the 
topic is important for th** present." 



"Op«n with gusto" and "Finish strong." 

Professor Otis Lancaster of the University of Pennsylvania 
points out the advantages of giving special thought to 
beginning and ending each lecture. 

"The opening should secure students* attention and give them 
the desired mental set. Get off to a good start. Do some- 
thing to command attention from the outset. Put punch into 
your opening. 

"Have some form of attent ion-getter ... .a gadget or piece of 
hardware whose operation depends upon the principles of the 
day*s lesson usually excites attention. Carefully planned 
questions or statements can also develop the curiosity 
necessary to get students' attention. 

"Action Is always an attention-getter. If you Intend to use 
charts or models for demonstration, have these carried to 
the front of the class after students are assembled; or keep 
charts covered until class starts. Th?s wl i i usually whet 
students* curiosity and make them eager to see what Is going 
to happen. 

"The ending Is as important as the beginning. Don't let a 
class session fade Into nonexistence. Hake an impressive 
ending. For example, end with: a question for the class to 
cogitate and answer before next meeting; a quotation convey- 
ing the essential theme; a summary; a miniature review (keep 
It brief); or what to do before the next class." (Lancaster, 
Otis E., Ef fecti ve T each i nq and Learn i nq . N. Y.: Gordon and 
Breach, 1974, pp. 122-24.) 



Adapted 1r<m ABC's of. Twhtng wTtft gxculitnc* . B. G. Oawls, L. Wood «nd R. Wllsoo 
TMChlng Innovation and Evaluation Sarvlcas, Univarslty of California, 1983. 
Ihf suggMtlons ratat* to Studant Oascriptlon of Taaehing Iran 18, I9B6 form. 
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Teaching Improvement Packets 
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VARYING THE SPEED AND TONE OF YOUR VOICE 



The following ideas are suggested and used by faculty members at 
the University of Ca 1 ifornia, Berkeley* 

t« Learn to vary the pitch or Inflection of your voice* 

If your students complain that you lecture in a monotone, 
you may want to try one of the following: taking speech 
lessons, joining an organization like Toastmaster s , taking 
acting lessons, joining (or organizing) a poetry or drama 
read i ng group , or s i mp I y pract i c I ng read i ng a I oud to your- 
self or members of your family* Each of these methods has 
been used effectively by one or more Berkely faculty. 

One faculty member combined speech lessons with Bible read- 
ings at his church with good effect. Another took an acting 
class on campus during the summer» and not only improved his 
vocal delivery in the classroom but had enjoyed himself as well. 

Several faculty members recommended joining a poetry-reading 
group. "Reading poetry aloud can be particularly helpful 
because poetry requ i res greater voca I i n f I ect ion for its 
meaning to become clear," one said. Reading plays aloud 
with friends or family can also be an enjoyable ineans of 
pract i c i ng voca I var i ety . 

2« Wear a microphone and remember to ^*talk to the back row" If 
you have a tendency to speak too softly. 

By remembering to talk to the back row, you will be more 
likely to adapt your voice to groups of different sizes. 
Note, however, that although you want to project your voSce 
to the back row, your eye contact with students should vary 
over several sections of the room* If you look at the back 
row as well as talk to it, you will appear excessively dis- 
tant and forma 1 • 



3« Build deliberate and purposeful pauses into your lectures. 

A Zoology professor stresses the importance of the pause as 
a rhetorical device. "When I want to emphasize a point, I 
always pause until the audience is absolutely silent (it 
makes my students uncomfortable). Then when I have their 
full attention, I proceed to make the point. 
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Practice your lecture communication skills In front of a 
ml rror • 



This recommendation comes from a professor of Zoology who 
was a champion debater in college. "Even today, I fre- 
quently rehearse my classroom lectures or research presenta- 
tions in front of the mirror," he says. "Of course, you 
want to do this in private. It makes you very self-conscious 
at first, but I find It an excellent way to practice commu- 
n i cat ion skills." 



Make diagnostic and practice audiotapes. 

Although the audio quality of most home tape recordings is 
not good enough to diagnose fine points of pitch. Inflec- 
tion, articulation, and pronunciation. It can be used effec- 
tively to note whether you speak too slowly or too rapidly, 
whether you vary your tone and inflection sufficiently to 
hold your students' attention and communicate meaning, and 
whether you articulate clearly and/or forcefully enough to 
be heard and understood. 

Auditotapes can also be used to check the organization of 
your lecture presentation and the clarity of your explana- 
tions. Repeated audiotaping will also allow you to monitor 
your Improvement on any of these variables. 

Use your students to monitor your presentation. 

If you want an in-class reminder of when you are speaking 
too softly, too rapidly, or without sufficient articulation 
to be heard and understood, ask one or more of your stu- 
dents, a TA, or colleague to sit in the last row and ijive 
you a pre-determ i ned signal whenever your voice cannot be 
heard or your speed or delivery or articulation makes It 
difficult to understand what you are saying. 

Color-code your lecture notes with cues to "slow down," iipause 
and get attention," "demonstrate with gestures," or other 
stage directions* 

One of several faculty members who does this says, "Because 
I have a tendency to speak too rapidly, I find these color- 
codes helpful as cues to slow down when Introducing a new 
idea, explaining a concept, or summarizing major Ideas and 
the relationships between them. This also frees me to speak 
at my own normal fast clip when making transitions or giving 
examp les, he says. 
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8. Use the blackboard as a 'brake'. 

One faculty member who uses the blackboard extensively du- 
ring her lectures reports that she purposely does so to 
force herself to slow down. "1 have a tendency to speak 
very rapidly." she says, "and because this course covers 
many basic concepts, it is imperative that I slow down in 
order to allow my students to absorb what I am saying and to 
take reasonable lecture notes. 

"One of the best ways I have found to do this is to outline 
my lectures as I go along. I also write out all important 
concepts, keywords for definitions or important examples, 
and diagram various relationships at the time I am discuss- 
ing theS. I try to plan my boardwork ahead so that there 
will be enough space, and I use colored chalk to diffren- 
tiate concepts and highlight relationships. 

"I find that because it takes me much longer to write than 
to speak, writing on the blackboard is like an automatic 
'brake'. Also, I get fewer student complaints about my lec- 
ture pace because the main concepts and processes are on the 
board, visually reinforcing what I am saying." 



These are all the ideas that we obtained in Interviews 
with Berkeley faculty. If you have additional Ideas fnat 
could be Included in this Teaching Idea Packet, please call 
Robert Wilson at 642-6392. 



Ad«pt«l from ABC's of TaacMnq with Excel lw»c« . B. G. Oavls, L. Wood and R. Mllson 
TMChIng Innovation and Evaluation Services, University of California, 1983. 
ThesM '.iiggestions relate to St jdent Juacr I prion of Teach ing Item 19, 1986 form. 
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Evaluation Services (TIES) 
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Teaching Iinprovement Packets 
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SHOWING INTEREST IN AND CONCERN FOR THE QUAUTY OF YOUR TEACHING 



The following ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

1. Distribute Index cards several times during the semester and 
asK students to give you feedback on the course. 

A professor of Education asks students to respond to two 
questions, one on the front and one on the back of the Index 
cards. The two questions he uses are, "How's It going?" 
and, "Any suggestions?" 

2. Give a diagnostic test at the beginning of the semester. 

One Biochemistry teacher frequently gives a diagnostic 
test covering knowledge and skills prerequisite to the 
course. The test, which is given In the first week. Is not 
graded. "Its pole purpose is to help me Identify those of 
my students who need extra help so I can begin working with 
them early In the course. 

"Students need to recognize their weaknesses and begin to 
correct them If they are to succeed in my course. But they 
have to be given the means for correcting deficiencies. I 
meet with students whose preparation Is Inadequate and 
assign theni special problem sets on a regular basis." 

3. Use your students to monitor your presentation. 

If you want an in-class reminoer of when you are speaking 
too softly, too rapidly, or without sufficient articulation 
to be heard and understood, ask one or more of your stu- 
dents, a TA, or colleague to sit in the last row and give 
you a pre-determi ned signal whenever your voice cannot be 
heard or your speed or delivery or articulation makes it 
difficult to understand what you are saying. 
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4. Empathize with th« students' difficulties In learning the 
material for the first time. 



A faculty member in the sciences says thdt he noticed that 
he had taught the course tietter the first time than he did 
the second time. "When I asked myself why, I realized that 
in preparing the course for the first time, I really had to 
work hard to master certain parts of the material in order 
to explain it to my students. The next +ime, however, these 
concepts no longer seemed difficult to me. Unfortunately, I 
forgot that they would still be difficult for the students. 
Now I color-code all of my lecture notes, keying the parts 
that students are likely to find difficult and making a 
special effort to make those points very clear." 

A Physics professor also tries to put himself in the students* 
Shoes. "After I have finished writing up a set of lecture 
notes," he says, "I review them carefully, asking myself: 
»What Might my students find hard 1o follow in that line of 
reasoning?' 'What examples might make that more clear?' 
This has now become the most important part of my lecture 
preparat I on . " 

Several faculty members report making notes to themselves of 
explanations that worked well and those that didn't. They 
also keep records of the kinds of errors students most 
commonly make in assignments and exams as a reminder of what 
students find ■ t difficult to understand. 



5, Videotape a segment of your class. 

Several Berkeley professors have had their classes video- 
taped. One Zoology professor has had his lectures video- 
taped many times. "The first time was a shattering experi- 
ence, "he says, "but it is the most effective kind of feed- 
back you can get. I have found videotape Invaluable for 
getting rid of annoying mannerisms, for learning to vary the 
speed of my del ivery and to put more expression and greater 
clarity into my explanations." 

If you want to arrange to have your class videotaped call the 
Educational Television Office (2-2535). Guidelines for 
observing a videotape of your teaching are available from 
TIES (2-6392) or from the Television Office. 
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6. Atten<i or Uad lab or discussion sections yourself. 

Several faculty , eport that they always lead one lab or dis- 
cussion group themselves so that they have firsthand knowl- 
edye of how the course is going. 

"My students vary considerably in their command of prerequi- 
site subject matter in this course," one faculty member 
explains. "It's a tough course and the chief task is to 
find out as soon as possible who is going to have trouble 
and to give them help early on. I can't always depend on 
the TAs to let me know. Also the atmosphere in the biologi- 
cal sciences is so fiercely competitive, many of my students 
try to hide their weaknesses untH it is too late for me to 
help them." 

7. Practice your lecture communication skills In front of a 
mirror . 

This recommendation comes from a professor of Zoology who 
was a champion debater in college. "Even today, I fre- 
quently rehearse my classroom lectures or research presenta- 
tions in front of the mirror," he says. "Of course, you 
want to do this In private. It makes you very self-conscious 
at first, but I find it an excellent way to practice commu- 
nication ski i I s." 



8. Make diagnostic and practice audiotapes. 

Although the audio quality of most home tape recordings is 
not good enough to diagnose fine points of pitch. Inflec- 
tion, articulation, and pronunciation. It can be used effec- 
tively to note whether you speak too slowly or too rapidly, 
whether you vary your fone and inflection sufficiently to 
ho>d your students* attention and communicate meaning, and 
whether you articulate clearly and/or forcefully enough to 
be heard 3nd understood. 

Auditotapes can also be used to check the organization of 
your lecture presentaMon and the clarity of your explana- 
tions. Repeated audiotaping will also allow you to monitor 
your improvement on any of these variables. 
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Assign "minuta papers'* at the end of scne lectures* 

The Physics professor who Invented this process says, "Sev- 
eral times during the term - about once e week - I come to 
class a little early. I write two questions on the board: 

1) What's the most significant thing you learned today? 

2) What question Is uppermost In your mind at the end 
of today's class session? 

"Then, I make my presentation for 49 minutes. One minute 
before the end of the period, I say to the class, 'Take out 
a piece of paper. You have one minute to a.iswer these two 
quest Ions. ' 

"My students sign the papers and pass •'•hem to the center 
aisle. I pick them up on my way out of class. I give them 
to my reader to check off the names of those who turn them 
in. 

"Now I read some of the papers. I find I can tell whether I 
am getting my points across. I can also tell what problems 
students are having. I clarify difficult points next time 
we meet. 

"I can identify students in trouble early In the term. If a 
student gives me off-the-wall responses, I Invite him/her to 
come see me. One of the common problems Is that a student 
has the course prerequisites on paper, but not in his/her 
head . 

"Furthermore the 'minute paper' process causes students to 
!isten more actively. All the way along during the class 
session they are saying to themselves, 'Is this the most 
significant thing I'm going to learn today!' 

"Toward the end of the hour they have to wonder, 'Well, what 
question j_s uppermost In my mind at the end of this session.' 

"Students' writing Improves. R'^sponses I get in the last 
week of the term are more articulate, and longer than those 
at the beginning." 



Adapted trcjm ABC a of Taachinq with E«C8llanca . B. G. Oavis, L. Wood and R. Wilson 

Taaching Innovation and Evaluation Sa.-vices, University of Ca" i 'o"'*. 

Thasa suggastlons raldt. to Studant Description of. TeacMn^4 Item 20, 1986 form. 



tdt«s in thli Ta«ehin<i ldc« P»ckn were selected from oUvtr Tift in this tarirt. 
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T«AChlng Innovation and 
Evaluation Sarvlcas (TIES) 
U« C* Berkeley 



Teaching Improvement Packets 
No. 21 



MOTIVATING STUDENTS TO DO THEIR BEST WORK 



The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley, 

I. Make personal contact with Individual students. 

"In motivating my students to do their best work, I have 
found no substitute for personal contact with Individual 
students," says a Business Adir I n i strat I on faculty member. 
"Such personal contact is a natural part of a small, year- 
long seminar, but I have to resort to short-cuts to estab- 
lish a measure of contact with Individual students In large 
classes." To Increase opportunities for personal contact he 
employs a variety of techniques: 



a voluntary questionnaire on the personal and 
educational backgrounds of members of my class. 
"This survey has proved useful In Identifying stu- 
dents with special expertise to draw on during 
d Iscussions." 

a mandatory visit by each of his student to his 
office hours. "I try to schedule this around 
approval of their research project." 

a thoughtful evaluation of your students' written 
work. "I have come to realize that evaluating 
students* written work provides the most direct 
opportunity for one-to-one communication. I spend 
a great deal of time commenting on papers, empha- 
sizing how to improve their performance." 



2. Model your own high standards for your students. 

"If you do a sloppy job, you can't expect your students to 
do a good one," one History professor explains. "I point 
out to my students that I put In several hours preparation 
out-side of class and I expect them to do the same. After 
all, I already know the material. If it takes me several 
hours to review it to do my best, certainly my students 
can't expect to do less and still do well in the course." 

An Economics professor concurs, saying, "If I work hard 
preparing and am excited about the course, then my students 
are too," 
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orl.nt n» students faculty expectations for stud.nt per- 
foJ««c."nd th. r.sourc.s av.Ilabl. to assist then ..th 
probl«ns they may have. 

0 .ties teac'.er does this every Fan i„ hU 

iVuieiTsV ss^crusr o t'';^?h:'l;eS^^udnnts ^^i ,uite ,ost 
H>a'::"i:^; ::pt:?ris:'c:ir::r.:rar 

felt by others." 

:i.rsi:/re^rc:rare%:d^°nv;rti:i%rcre' i"ei'™:i. t.ey 

are having difficulties." 

Note- The TIES office produced a Faculty Guide la 'nstruc - 
NoTe. ine " -e-tion of which describes the 

tional Resources, the '^^t section or students who need 

various campus resources a^^'^*''^.!^^^'"^ contact TIES: 
help with academic or personal problems. ConTacT 

642-6392. 



Enphaslz* how to learn from ona»s .Istaices, 

A Biochemistry professor, for example, points ^h^^J/*^^ 
Sa'e in stude'nt laboratory reports can «-^^y,^%^^^'3;3„, 
therefore his -^i" ?°rresul?s failed a J nof that they get 

why their ^^P®;!'"®"^^ /"^^ "'I^ents can analyze and explain 
the right resu ts. ' f my students ca y ^^^^ ^^^^.^ 

why their results * » «^ ' V ^^.^IH; that everyone makes 

for their «f /tP/-;^^- ^^rfs ?o tel^n how to profit from 
mistakes; what is importanx is 



thew." 



* c««iiQh savs "I try to set a tone in which 
A professor of ^"Slish s^y*; Cometh i ng went wrong in 

my students can readily ''J'" * ^^^^^^^^ ' "reuses on mastering 
their bibliographic search. J^^^g^tl I s. I encou? 

a methodology and V'-^^Se of bibliographic ski I U ^^^^^^ 

age my students to tell ^^"2!;!%Je group%^ther than 

and explore the reasons for them with tne group 

masking those mistakes. 
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Indlvtdutllz* InitPuctlon as much as posslbla. 

vldCaMy to helj them overcome those weaknesses," ha says. 

me. Once he Is In my office, ' "^^Y ""^ .^^ orally, and 
problem on the blackboard and discuss ' J l[;^„t 
then gradually convince him to make a presen 
of my class. 

^t4.K^f- afraid of faculty members or tend 
"Most students are either ^J^^ ' J , J fact, some A+ 

to think that we only like students. In ' , ^^^^^3^ j 

s:;:H;:;;!:"H::;i%:s,;b;:.'::,r-.:!.!:::!;.::...- 

Hold an outsld© review session once avery two waaks. 

An Ethnic Studies professor who teaches a large introductory 
cSurse holds voluntary discussion sessions on a regular basl^ 
5o review the material and answer his students' questions. 
^he session is hJd In a smaller room i mmed I ate! y f o I I ow I ng 
his lecture when his students are most likely to have ques- 
t ons. There Is no set agenda for the sess on. The teacher 
s molY fields students' questions and stimulates discussion 
ol llporlant concepts and Ideas. He has 
20 and 50 of his students attend each session (out of an 
enrollment of 350). The sessions, besides being worthwhile 
for his students, give the professor an opportunity to get 
to know his students and their concerns. 
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7« GIvtt • *^inln l-lacture^ on how to write d paper or respond to an 
essay question* 

Several excellent teachers do this routinely In their 
courses. '"I Impress upon my students that History Is a 
literate discipline/' says one teacher. "I encourage them 
to respect their own research and Ideas enough to organize 
them in some I og I ca I and coherent fash Ion before they start 
to write. I point out that I work hard at organizing and 
outlining my lectures, and I expect them to do the same for 
me.** 

A Zoology professor says that he gives his students a 
**sermonette^ on the Importance of good writing. I give 
them a twentymlnute essay quiz bi*weekly, and take off r 
few points for incomplete sentences, poor grammar, etc. 
Spel I Ing, however, I have to Ignore,^ he concludes, "or no 
one would have any points left!*' 

The TIES office has available a guide to composition 
resources wh 1 ch descr i bes ways of Improv I ng your students ' 
writing skills. Contact TIES; 642--6392. 



8. Give m nln t-»l ecture on hov to read e book most efficiently. 

Hinl-lectures of this kind are especially helpful In lower 
division courses and In courses where the readings are 
difficult classics or works not originally written for stu- 
dents. An English teacher does this In his upper division 
literature courses as well. 

"I discovered several years ago,? he says, "that most of my 
students really don^t know how to read d book^ It seems 
like such a simple thing to a faculty member* The sheer 
volume of our reading forces us to learn a lot of time- 
saving devices one way or another. Undergraduates, on the 
other hand, tend to approach a book In a linear fashion, 
sentence by sentence, paragraph by paragraph from beginning 
to end." 

"Now, In many of my courses^ I Include a mini-lecture on how 
to read various kinds of books; how to use a table of con- 
tents, an index, how to skim the beginning and ends of 
chapters, how to Identify the main points, how to take notes, 
and how to tell whether a book is worth reading or not«" 



Adapted from ABC^s of, T^^chlnq th Exc<l lenc» > 8. G. Oavis, L« *tood and R. Wilson 
iMCftlng innovation and Evaluation Siirvicas^ University of California, I963* 
Tha»a suggastlons ralata to Student Dascrlption of Taacninq Item 21, 1966 form* 
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Teaching Innovation and 
fvaiuatlon Services (TIES) 
U« C« Berkeley 



Teaching Improvement Packets 



No. 22 



GIVING INTERESTING ANOlSTIMULATING ASSIGNMENTS 



The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley. 

I. Give a brief early assignment that allows your students to 
build on knowledge and skills acquired In previous courses. 

One professor of Architecture does this In his studio 
courses. "Beginning with a problem that my students can 
easily master increases their self-confidence and creates a 
relaxed, non-threatening atmosphere *or the course," he 
explains. "My first assignment always calls for my students 
to use skills learned in prior courses and to apply them to 
an elementary design problem." 



2. Give your students at least one assignment which consists of 
several options. 

One professor of English requires every student to writa two 
essays on assigned topics. His third assignment, however, 
sets forth five or six options from which his students may 
choose the one which sounds interesting and most allows them 
to do their best. 

Examples of the options which he offers include: a piece of 
creative writing; a dramatic representation to be performed 
in front of the class (which can be a small group or team 
project); an original \ideotape to be shown to the class 
(which can also be a team effort); or a third essay (a 
"safe" option generally selected by his more conventional 
students). !n addition, with his permission, students can 
create an option of their own If they wish. 

"More than five or six options tends to confuse some 
students; it becomes too difficult to decide," he believes. 
"Two few options, on the other hand, restricts unduly my 
more creative and daring students." Although optional 
assignments must be related to the subject matter of the 
course, he encourages his students to take an interdiscip- 
linary approach and to link content and skills from other 
courses. 
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3. Give your students the choice of substituting J paper for one 
of your midterms* 

A professor of Classics gives two midterms and one final 
exam. He has found It useful to give his students the 
option of writing a paper (from an approved list of topics) 
for either of the midterms. 

"I haven't really noticed any pattern of who takes the mid- 
term and who writes a paper," he comments. "Good and poor 
students do both. In general about 25% of the class cnooses 
to write a paper." He finds that giving his students options 
Increases their motivation and makes them more active 
I earner s. 



4. Create opportunities for role playing. 

An Engineering professor makes use of role playing to encour- 
aae his students to develop skills they will need In their 
careers. "Iqlve my students copies of an Engineering report, 

example Then one half of the class Is asked to assume 
the rolS of the authors of that report and prepare an oral 
PesentatUn for the client or funding agency. The other 
half of the class Is assigned to act as '•«P'"«s«"If' 
the client or funding agency and to prepare questions to be 
asked of the engineers. 

"Abo'jt a week later, during class time, I select certain 
students to actually enact these roles J« k2 -m? h« 

class. My students do not know ahead of time who will be 
called upon, so everyone has to be prepared. Those not 
called on join me in the role of. the observer. When the 
students have enacted the meeting, the rest of us give a 
critique of each side's performance." 

5. Assign provocative or controversial topics for papers. 

"I find that the quality of the papers I get often depends 
on the quality of the assignment I give," says a professor 
of Business Administration. He tries to give provocative 
topics as paper assignments. 

For example. In a recent assignment he asked his students to 
respond to the question, "If you were working In a company 
that Illegally polutes the environment what would you do 
and why'" Glvln( provocative assignments not only challenges 
his students and^rnakes for more interesting reading but also 
diminishes the chance that the papers will be plagiarized. 
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use a structured process to help your students choose topics 
and groups. 

In one Public Health class, students work In small b-'ouP^ o" 
a maior oroject throughout the term. The professor has 
developed procedures to help his students choose topics and 
qroups. First, all possible project ideas are listed on the 
board using a brainstorming technique. The question posed 
to students Is "What topics or areas would you like to 
exp I ore?" 

Enough topics are generated so t^at each is taken on by a 
group of four to six students. The small groups meet around 
their selected topic of interest and students explore in 
detail the nature of their project. At the end of the first 
period, students indicate on an index card their name, 
address, phone number, group and whether their decision is 
firm. This list is typed and distributed at the next class 
meeting when needed changes are made. 

This procedure gives students a chance to identify appropri- 
ate topics and explore In preliminary fashion how they might 
proceed. It gets students working on their term projects 
early and has the added benefit of providing each student 
with a list of everyone in the class and their project 
interests. 



Sv«t up student panels* 

One faculty member in the social sciences organizes the term 
as a series of student-led discussions. "I believe my 
students can teach themselves a great deal; therefore I do 
not play an active role In the student-led discussions. My 
role is to serve as o. anizer and facilitator. 

In the first week his students select the topic and the date 
of their presentation. Generally, there are three to four 
students per topic. Outside class, his students meet as 
groups with the faculty member to discuss how to organize 
their topics for presentation and discusssion. It is up to 
each student group to select whatever format they wish for 
their presentation. 

"In the past, student groups have conducted a debate, per- 
formed a skit, or simply led a discussion about the topic," 
he say>. "They ^earn a lot about the topic and they really 
get to know one another while preparing their presentations. 
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Ask students to «nalyz« an essay or journal article and to 
write a critique of lt« 

One professor of English assigns the work of a literary cri- 
tic and then aiks his students to write an essay taking an 
adversary position, ••If my assignments are provocative," he 
says, ••I get better results. I stress the Importance of 
their presenting a persona! point of view. They should 
enjoy doing the paper; It should provide them with a 
personal learning exper I ence. •• 

A Psychology professor asks his students to write an evalua- 
tion or critique of a paper by a professional psychologist. 
"The process of analysis and evaluation captures what I am 
trying to do In the course," he explains. 



Give asslgnnents which put your students In the role of 
another* 

A History professor reports that she used to give rather 
standard writing assignments, e. g., "compare author X and 
Y»s views on A," where the two authors tended to be profes- 
sional historians. "Most undergraduates, however, find the 
arguments of current historians somewhat arcane," she says. 

"Therefore, most recently I have asked my students to read a 
collection of the 18th century speeches on why Louis XV I 
should be killed and assigned them the task of writing their 
own speech as If they had beon living during the French 
Revol ut Ion. 

"Undergraduates really are enthusiastic about this kind of 
assignment and do an incredibly good job. It helps them to 
Identify with the Issues of the time; In fact many of my 
students went to great lengths to research the authenticity 
of their own empathic Interpretations. Next year, I Intend 
to take this assignment a step further by dividing my 
students Into small groups and having them actually deliver 
their speeches to the group." 



Ad«pt«d fro« ABClj of IWftIno with Exe«n«nc« h r i. . 
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dIVINQ EXAMS THAT PERMIT STUDENTS TO SHOW UNDERSTANDING 



The following ideas are suggested and used by faculty members at 
the University of California^ Berkeley. 



1. Permit your students to bring In one page of notes to use 
during an exam. 

Several faculty members have found it useful to allow their 
students to take an 8 1/2 x II sheet of notes Into midterm 
or final examinations. This decreases my students' anxiety 
about having to memorize formulas* Preparing these crib 
sheets helps my students focus their studying. Restricting 
my students to one page of notes forces them to synthesize 
the most important aspects of the course. 

"My exams are quasi-open book," explains a faculty member in 
Engineering. "My students prefer open-book, but I don't give 
such exams because my students spend too much time looking up 
things they already know - just to be sure. Letting them 
bring in condensed notes not only gives them a crutch 
against anxiety, it also provides an excellent form of 
rev lew." 



2. include an '*extra credit" question on your midterms and final 
exams which asks your students to write an exam question 
rather than an exam answer. 

One version of this approach found its way onto the Berkeley 
campus via a visiting Penn State professor and is used by 
several faculty members. The original extra credit question 
Is worded: 

"Almost inevitably instructors fail to ask you in an 
exam all those things for which you so carefully 
prepared. As it happens, writing good questions is 
almost as difficult as writing adequate answers. Thus, 
to give you your turn on the pitcher's mound. If you 
have the time and inclination, write an original exam 
question. You will receive between 0 and 10 points 
depending upon the quality of your question. JUST THE 
QUESTION PLEASE, DON'T SUPPLY THE ANSWER." 

This technique helps establish good rapport with your stu- 
dents, gives you additional information on their sense of what 
is important in the course, and becomes an excoMont source 
of future exam, quiz, or discussion questions for the course. 
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3. Hold review sessions before the midterm and the final exam. 

Many excellent teachers hold reviews In all of their under- 
graduate courses, but It Is especially important In lower- 
division courses where many students are still unsure about 
the performance levels expected of them. 

"Many freshmen and transfer students have not really developed 
good study skills," says one humanities teacher. "Furthermore, 
because many of them realize or suspect this, their anxiety 
level Is especially high when they enter the University. I 
try to help by giving them study questions for reviewing the 
content of my course and by reviewing these questions in the 
last session of class." 



4. Balance the difficulty of test Items. 

A professor of Business Administration distributes test 
Items as follows: about 25% are reasonably easy questions 
that nearly everyone gets correct. About 50? of the ques- 
tions require a little more sophistication but can be 
answered by students who have kept up with the course 
material. About 25% of the Items are quite challenging and 
generally are answered correctly only by the top 5-\Q% of 
my class. 

"A balanced test with easy, moderate, and difficult items 
gives my students an opportunity to show whether they have 
mastered the fundamentals of my course or have gone beyond 
the minimum," explains this faculty member. "I try to give 
my students a feeling of satisfaction at the end of a course 
by providing them with an ooportunity to express what they 
have learned, rather than frustrating them because what they 
liiave studied does not appear on the exam." 

5. Hand out study and review questions before the midterm end 
final . 

Several excellent teachers report that they always hand out 
study and review questions before exams In their undergrad- 
uate courses. A professor of Near Eastern Studies says, 
"This helps relieve test anxiety, especially In a lower 
division course where students are less sure what to expect." 

"I organize my study questions so that it Is apparent not 
only what ?s most Important, but how the parts of the course 
fit together. I think this helps my students synthesize the 
material which is what most of my actual exam questions 
require them to do." 
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Prepare test questions that are similar to those used In your 
quizzes, homework, or discussion. 

"I try to generate exam problems that are similar to my home- 
work problems so there are no suprlses," comments a Mathemat- 
ics professor. "I also try to Include problems everyone 
should be able to do (some very easy ones) as well as ques- 
tions that require more thought and really make my students 
go beyond the material." 

Questions on midterms and final exams should not take a form 
radically different from those which you use In quizzes, 
homework assignments, lecture or discussion. 

Several faculty members stress the importance of showing 
exams questions to TAs before the tests are administered. 
"TAs are very helpful In identifying test questions which 
may bo too difficult for my students. They often see 
things that I don't when I make up the exams," he says. 

Give two midterms, and after the first exaw, distribute 

copies of five different answers to one of your essay questions 

A Political Science professor who does this tells his stu- 
dents that one of the five answers received an "A," one a 
"B," response, etc. Finally, I explain what I am looking 
for In a response to my essay exams and why I assigned each 
sample response the grade I did." 

"I am much more Interested in helping students learn how to 
do well In the course than I am in grading them," he 
explains. "As a result of this discussion, student improve- 
ment on the second midterm Is often remarkable. I am con- 
vinced that the value of spending a small amount of class- 
time this way far outweighs any loss of coverage of 
additional content." 
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8. Pr«par« your students for chal longing tost quostlons. 



In counsel Ing her students about her exams, a History 
professor tells them a week ahead of time that the best 
preparation they can maKe Is to com^^are x with y. X and y 
may be two playwrights, two orators, and so on whose major 
works were a century apart. 

By Identifying x and y and Informing her students about the 
comparative nature of her examination, she alerts her students 
to what to prepare for, what to get down "cold." She also 
lets students know that her exams are "open book" where 
they can bring In x and y and any notes they have made or 
anything else they think will be useful. 

Although her actual midterm and final examination questions 
are not at all the standard "compare x's views with those of 
y's regarding x," students who are prepared to make such 
comparisons are able to do very well. The actual questions 
are more creative, e.g,, "Suppose that the main character In 
Holler*s play were to appear In Beaumarcha I s ' The Marriage 
of Figaro . How would A (Beaumarcha I s' main character) react 
to B (Mollere»s main character)?" or "If x and y (from the 
17th or early 18th centruy) had met Rousseau, how would they 
eact to his theories?" 

Questions of this type not only require students to under- 
stand two historical periods and major changes which took 
place between them, but to use that knowledge creatively. 



Adaptwd from ABC*5 of TtacMnq with Excallw, B. 6. Oavis, L. Wood and Wilson 
TMcning Innovation and Evaluation Sarvicas, Unlvarslty of California, 1983. 
Thasa suggastlons ralata to Student Dascrlptlon of_ TaacMnq Itam 23, 1986 form. 
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KEEPING STUDENTS INFORiftf^D OF THEIR PROGRESS 



The following Ideas are suggested and used by faculty members at 
the University of California, Berkeley. 



1. Give students frequent asslgnnsents and make extensive, 
constructive connents on them. 

"Students need to know what they are doing well in addition 
to what they need to improve," says one professor of History. 
"I am always careful to praise their strengths and to be as 
constructive and helpful as possible In pointing out their 
weaknesses." 

"I make a point of writing extensively on my students' 
papers," says a professor of Architecture. "I make comments 
in the margins as I am reading and then append lists of 
strengths and suggestions for improvement." 

"I write many comments on my students' papers and essay 
exams," says a professor in Ethnic Studies. "In fact, I 
write just as much on the best papers as on the poorest. 
On failing papers I write something like, 'Insufficient — 
come see me Wednesday' or on a good paper I might write 
'Read such and such over the weekend and come talk to me 
about It next Tuesday.' I am also careful to remark on 
any improvements or progress a student may have made from 
one writing assignment to another." 

The TIES office has guidelines for commenting on student 
papers. Contact TIES (2-6392). 



2. Discuss the answers to exams, quizzes, or homework assSgnments 
at the next class meeting. 

One Engineering teacher says that even if he cannot return 
graded assignments or exams, he always discusses the answers 
at the next class meeting. "I want to correct any misunder- 
standings and reinforce their learning as soon as possible," 
he says. "Students are much more receptive to this right 
after completing an assignment. 
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Include paer-ed I t ing of student assignments (papers, computer 
programs, ur design projects) in your course. 

n my upper division courses, i have my students submit two 
copies of each computer program they write," one faculty 
member explains. "One copy goes to me and the readers and 
the other copy is assigned to another student in the class 
to evaluate and edit." 

He believes that learning to program is like learning to 
write short stories; you learn not only by doing It but by 
reading programs other people have written. He has his 
students read and analyze exemplary programs, much as they 
might read excellent short stories. He believes that peer- 
editing also gives his students yet another opportunity to 
demonstrate under standing. 

A professor of Architecture uses the same strategy with stu- 
dent papers. He has students exchange papers to take home 
and edit. "The final paper is submitted along with a copy 
of the f i rst draft w i th i ts ed i ted correct 1 ons in red ," he 
explains. "Each paper then receives two grades, one for the 
author and one for the editor." 

In this way, students receive prompt informal feedback from 
a peer, followed by a grade and a formal critique by the 
faculty member^ This tec^w ique helps students acquire good 
editing as well as good writing skills. 



Give your students frequent homework assignments and return 
them at the next class meeting. 

"When I schedule student assignments, I block out my own 
time or grade them immediately following class," one 
Eng i neer i ng professor says. "Th i s Is Important for two 
reasons. First, the quick turn around time ensures that my 
students are still thinking about the assignment. Thus any 
criticism or feedback is likely to have a stronger impact 
than if it were delayed a week or more. Second, prompt 
feedback indicates to my students the importance of what 
they are doing and my concern for their learning the 
mater ia I ." 

An English professor agrees. "The impact i s enormous when 
you return assignments at the next class session. Students 
are still anxious to know how they have done. That's a 
tremendous advantage in maximizing the impact of feedback on 
their learning." 
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5. Hand out .ns.ers to oxams .nd quizz.s as soon as your students 
turn In thalr work. 

One Chemistry professor prepares a handout ^f^^'jl'^J' 
answers which he gives to students they turn Jhe r 
answer sheets and leave the room. "There ' ^ "° P° ' 
making students wait several days or weeks 
they did this professor explains. "They are most 
Interested in the results at the time of the examination, 
and it Is at the time of the examination that the greatest 
reinforcement of the learning can take place. 

Note that this method gives students '"""^^ ' .^jj^" 
though It may be a week or more before the assignments can 
be returned with comments or grades. 

6. Return a "perfect" exam to your students along with their own 
corrected exams* 

A orofessor of Business Administration likes to provide a 
area? dea^of feedback to his students after exams as a way 
of re-emphasizing the themes of the course. 

"I General ly spend about half the class period wajk'jg 
sluren?rU'rou^h a .perfect- -[c'term that , 'strlbute o 
them along with their own corrected ' ;° ' ! , 

the ways In which most of their responses differ from what I 
JSnslder to be a perfect answer or solution. I also hope 
?hat i? helps them to do bettor on the second exam." 

7. Give your students summary reports of their grades throughout 
the semester • 

A Forestry professor periodically gives ^^'l^ students a list 
of their grades to date on his quizzes, midterms, and home- 
work assignments. 

"I keep all that information on computer," he says. "Then 
two or three times a semester I print out scores for each 
s?udent on Individual computer cards and hand them out to my 
students In class. My students can then see at a g ance how 
they are doing and what grades their scores are equivalent 
to." 

Throuah this method, students have tangible records of 
tSeir progress. With the increased use of personal computers 
on campus, this become feasible for an Increasing number 
of faculty members. 
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Hav« youp students keep a logbook of their work. 

The logbook should not be graded on Its esthetics or Its 
organization. It Is Intended to be a work In progress, not 
a final document* c'ol lowing Is an excerpt from a faculty 
member's course syllabus explaining the procedures to be 
followed In keeping thex logbook. 

This term you are being requested to maintain a "Logbook". 
"Your logbook should be organized along the following prin- 
ciples: 



1) Include your notes and thoughts on all design 
problems, lectures, readings - or anything 
that bears on this course. 

2) After each project is complete. Include a 
photograph or sketch of It In the book. 

3) After each review, comment on what was said 
about your project and indicate how you would 
modify your scheme If you were to continue to 
work on It. 

4) At the end of the term, reread all the mate- 
rials In the book, making new comments from 
your advanced perspective. 

5) The logbook will be reviewed at mid-semester; 
and will be due on the last day of class." 



Adapted from AgCli SL .TMChlnq -Ith E««l \mscm. B. G. Oavis, L. Wood and R. Wilson 
TMCMng Innovation and Evaluation Sarvicas, Uni varsity of California, 1983. 
Thas« suggastlons ralata To Studant Oascrlption of Teaching Itani 24, 19«6 form. 
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